University of Massachusetts Amherst

ScholarWorks@UMass Amherst
Doctoral Dissertations

Dissertations and Theses

July 2017

Urban Heritage Speakers As Multilingual Language Learners:
Contexts in the 21st Century
Bridgette Moriarity
University of Massachusetts Amherst

Follow this and additional works at: https://scholarworks.umass.edu/dissertations_2

Recommended Citation
Moriarity, Bridgette, "Urban Heritage Speakers As Multilingual Language Learners: Contexts in the 21st
Century" (2017). Doctoral Dissertations. 932.
https://doi.org/10.7275/10010482.0 https://scholarworks.umass.edu/dissertations_2/932

This Campus-Only Access for Five (5) Years is brought to you for free and open access by the Dissertations and
Theses at ScholarWorks@UMass Amherst. It has been accepted for inclusion in Doctoral Dissertations by an
authorized administrator of ScholarWorks@UMass Amherst. For more information, please contact
scholarworks@library.umass.edu.

URBAN HERITAGE SPEAKERS AS MULTILINGUAL LEARNERS:
CONTEXTS IN THE 𝟐𝟏𝑺𝑻 CENTURY

A Dissertation Presented
by
BRIDGETTE MORIARITY

Submitted to the Graduate School of the
University of Massachusetts Amherst in partial fulfillment
of the requirements for the degree of
DOCTOR OF PHILOSOPHY
May 2017
College of Education

© Copyright by Bridgette Moriarity 2017
All Rights Reserved

URBAN HERITAGE SPEAKERS AS MULTILINGUAL LEARNERS:
CONTEXTS IN THE 𝟐𝟏𝑺𝑻 CENTURY

A Dissertation Presented
by
BRIDGETTE MORIARITY

Approved as to style and content by:
_______________________________________
Theresa Austin, Chair
_______________________________________
Denise Ives, Member
_______________________________________
Rhonda Tarr, Member

____________________________________
Joseph B. Berger, Senior Associate Dean
College of Education

DEDICATION

For my father, whose belief in my ability and conscience spurred me to follow my heart
and mind. Although you have passed, your spirit continues to support me.

And for my mother, whose consistent support of my efforts, regardless of whether she
thought they made sense or not, has shown me how important faith can be.

ACKNOWLEDGMENTS
I wish to acknowledge and thank the members of my committee for their guidance and
support in the long journey of my doctoral work. Without your feedback and
encouragement, I may not have finished.

Also, I wish to thank the focal participants, who have just this spring graduated from high
school. Your insights and candor helped me to write a dissertation that I feel does justice
to the unique people that you are.

v

ABSTRACT
URBAN HERITAGE SPEAKERS AS MULTILINGUAL LEARNERS:
CONTEXTS IN THE 𝟐𝟏𝑺𝑻 CENTURY
May, 2017
BRIDGETTE MORIARITY, B.A., SYRACUSE UNIVERSITY
M.A., UNIVERSITY OF MASSACHUSETTS, AMHERST
Ph.D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor Theresa Austin
Multilingual student populations in United States secondary schools are growing. These
students enter a classroom with language learning experiences that span more than one
language, and with cultural and community-based funds of knowledge- resources
possessed by the multilinguals such as familiarity with multiple codes, ability to visualize
as a speaker of a subsequent language, and active purposes for language learning - that
may facilitate their learning of additional languages. These funds of knowledge may
form the base for interaction between school and home cultures that may create points of
learning negotiation known as Third Spaces. This study describes how the multilingual
student’s funds of knowledge, community and home-based practices, and language skills
affect the learning of an additional language in a classroom setting. This is a sevenmonth long ethnographic study of an urban secondary French class populated with
heritage speakers of multiple languages. I collected data which were class assignments,
interviews, field notes, and journals. I examined these using data and content analysis in
a critical poststructural frame, specifically the process of critical discourse analysis
(CDA), looking for the areas of tension between learners and their resources, learners and
vi

their peers, learners and the larger society that might shed light on the unique skills and
challenges of the multilingual. Findings include the impact of social media culture as
both a Third Space tool of negotiation of language and as an alienating factor for the
student's home culture and language. The study concludes with a discussion of the funds
of knowledge possessed by multilingual language learners and their implications for
world language teachers I have reconceptualized funds of knowledge as dynamic, shifting
and contextually based. Multilingual learners are able to: a) visualize themselves as
speakers of a subsequent language; b) already possess relevant purposes for the
subsequent language; c) use social media as a discursive practice in the context of
language negotiation; d) use naming as a point of negotiation in language learning; and e)
possibly be stalled in learning by a desire for correctness. This study offers new
suggestions for pedagogical choices in language education especially in the case of
truncated programming brought about by block scheduling or middle-level foreign
language exploratory programs.

vii

TABLE OF CONTENTS
Page
ACKNOWLEDGMENTS ...................................................................................................v
ABSTRACT....................................................................................................................... vi
LIST OF FIGURES ........................................................................................................... xi
CHAPTER
1.

INTRODUCTION ...................................................................................................1
Research Questions ..................................................................................................2
Significance of the Study .........................................................................................6
Theoretical Frame ....................................................................................................7
Multilingual Learners.................................................................................10
Mediated Language Learning ....................................................................13
Power in the Classroom .............................................................................15
Third Space ................................................................................................16
Funds of Knowledge ..................................................................................17
Outline of the Study ...............................................................................................18
Location and Participants ...........................................................................17
Significance............................................................................................................20

2.

LITERATURE REVIEW ......................................................................................22
Introduction ............................................................................................................22
In Search of Theory ...............................................................................................24
Who Is The Multilingual Learner ..........................................................................25
Heritage Language Speaker .......................................................................25
Heritage Language Learner........................................................................28
Multilingual................................................................................................31
Other, Less Commonly Used Terms ..........................................................32
Constructs ..............................................................................................................35
Mediated Language Learning ....................................................................35
Power in the Classroom .............................................................................38
Funds of Knowledge ..................................................................................39

3.

EPISTEMOLOGY AND METHOD .....................................................................43
Ethnography ...........................................................................................................43
viii

Contextualizing the Inquiry ...................................................................................45
Setting ........................................................................................................45
District............................................................................................45
School Location .............................................................................47
Classroom ......................................................................................49
Participants.................................................................................................52
Researcher ......................................................................................52
Teacher Identification ....................................................................55
Lucie ..............................................................................................56
Philip ..............................................................................................57
Karine.............................................................................................58
Data Collection ..........................................................................................60
Interview Protocols ........................................................................64
Concerns in Ethnography ...........................................................................65
4.

DATA ANALYSIS................................................................................................67
Introduction ............................................................................................................67
Data Analysis Techniques......................................................................................69
Discourse Analysis.....................................................................................69
Content Analysis ........................................................................................73
Themes ...................................................................................................................73
Self visualization as a speaker of French ...................................................74
Lucie ..................................................................................74
Karine.................................................................................77
Philip ..................................................................................79
Naming as a path to power and negotiation in language learning .............81
Lucie ..................................................................................81
Karine.................................................................................82
Philip ..................................................................................84
Concern for correctness .............................................................................86
Lucie ..................................................................................88
Karine.................................................................................90
Philip ..................................................................................92
Social media as a discursive practice .........................................................94
Lucie ..................................................................................94
Karine.................................................................................96
Philip ..................................................................................98

5.

DISCUSSION ......................................................................................................102
Naming and funds of knowledge .........................................................................102
Hashtags and Discourse .......................................................................................107
Investment ............................................................................................................109
ix

So What? ..............................................................................................................111
Who is the multilingual learner? ..............................................................111
Mediated language learning .....................................................................112
Passionate affinity spaces and funds of knowledge .................................113
Third Space ..............................................................................................115

6.

IMPLICATIONS .................................................................................................117
Multilingual Learners Can… ...............................................................................118
Visualize themselves as speakers of new languages................................118
Use naming as a strategy for negotiation and language learning.............123
Practice social media as a discursive activity ..........................................125
Be stalled by a desire for correctness .......................................................127
Implications for theorizing ...................................................................................129
Implications for practice ......................................................................................131

APPENDIX: ARTIFACT SAMPLES ............................................................................135
BIBLIOGRAPHY…………………….………………………………………………...139

x

LIST OF FIGURES
Figure

Page

1.
2.
3.
4.
5.
6.

Terms used to drive research ............................................................................. 24
Carriera’s (2004) heritage language learner matrix ................................ ….29
Types of data collected in study………………………………………………..61
Philip's labeled picture…………………….………………..………………….103
Names assigned by participants to characters in picture ...………….…...........104
Participants' languages and uses for them……………......………….…...........122

xi

CHAPTER 1
INTRODUCTION
In the United States’ urban schools, the population of students who speak more
than one language is growing. (Garcia & Sylvan, 2011) This growth impacts the manner
in which all subject areas are taught, spurring programs such as Massachusetts’
Rethinking Equity for Teaching English Language Learners program which aims to
enhance teachers’ language sensitivity across all content areas, specifically for English
Language Learners (ELL). These multilingual students, however, may not fall within the
ranks of ELLs, rather functioning in multiple languages in multiple settings throughout
their daily lives. For many of these students, there are curriculum requirements that
include a mandatory two-level cycle of world language study. This requirement exists
whether or not the student may demonstrate a competence in a language other than
English.
In my practice as a secondary French teacher in an urban school in the
Northeastern United States, I have encountered a student population that is more than
fifty percent multilingual in some degree. The students I teach are often heritage
speakers of a mother tongue, some to a greater degree than others. The languages
brought to my class include but are not limited to: Spanish, Arabic, Haitian Creole,
Somali, and Aramaic. In the five years I have spent teaching these students, I have
noticed that those who do have a second or third language beyond English use different
strategies for language learning in the classroom than other, monolingual students.
Spurred by these observations, in the 2010-2011 school year, I conducted a small,
pilot case study of two multilingual students in my French Second Year course. These
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students had both received a portion of their schooling in another country, both Spanishspeaking, but had been in the United States for all of their secondary years. I observed
their in-class learning strategies, interviewed them, and asked them to record their
impressions of language and its learning in journals. My findings from this first study
indicate several important ideas: first, that multilingual language learners used all of the
languages at their disposal to learn the target language; second, that these learners seemed
better able to visualize themselves as speakers of the target language; third, that they
brought and actively used elements of their home cultures to negotiate target language
and cultural meanings in the classroom.
In the study that follows, I delineate the questions spurring my current research
and how they shifted with completion of data collection. From there, I outline the
theoretical constructs that inform my research, the corresponding theoretical field to
which I hope to contribute. The framing and ethnographic methods I use to answer my
questions follows. From there, I describe the data and analyze it using discourse analysis
tools, finishing with a discussion the relevance my study has to the research community.

Research Questions
In many of the fifty United States, there is a graduation requirement in place that
makes the study of a world language necessary (National Council of State Supervisors for
Languages, 2010). This trend follows the competitive university practice of requiring the
study of a language for two or more years for admission. Many college-bound students
thus enroll in a second language course to fulfill this requirement. In urban schools, as
mentioned above, the population of students already speaking a second language is
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growing. According to the United States Census Bureau’s 5-year American Community
Survey, shows a rise in population of bilingual residents aged 5 through 17 years – K-12
school ages – of about 30,000 people between 2013 and 2014 (US Census Bureau, 2014).
Many of these speakers are heritage-based, and, to varying degrees participate in
community activities in a language other than English. In the context of this study, a
graduation requirement for language study did apply, and there were no proficiency tests
where a learner could demonstrate his/her extant language proficiency and thus create an
exemption from the language study requirement. For this reason, multilingual students
enroll in a world language course in the school.
In the urban school where I was a teacher of French, approximately 65% of the
school population identifies as Latino, and a large percentage within that demographic
participate in Spanish-language activities (Fact Sheet, 2012, 2013). Knowing this
demographic, a foreign language teacher like myself is aware that she teaches a group of
students who likely already have language learning strategies, specifically competencies
best described by Bachman (1990), specifically that of strategic competence. By this, I
mean that these students have learned a second language, either at home or at school,
before entering the secondary language classroom, and this learning has provided them
with personal context-dependent abilities to express desires, ideas, needs in their home
language. This experience provides these students with additional language resources
that are not recognized in a curriculum that is designed for an idealized traditional
beginner, whose assumed knowledge of both the language and the act of learning a
second language may be minimal. This multilingual student, while having possibly no
experience of the subsequent language itself, does have practice with learning multiple
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linguistic codes. The focus of this study will be to explore these language-learning acts
and examine how these acts demonstrate the language resources of the multilingual
student.
In my study I sought to learn the reasons behind the student’s choice to enter the
French course I teach and how the student situates him/herself in this course.
In the context of this study, due to hierarchy and staffing, the curriculum had eliminated
French as a world language choice. Thus, French as a course of study had been reduced
in that year to a single section of the course that met in a ninety minute block period on
every other day of the school calendar. Unlike my previous years teaching French in this
district, this unique situation presented a challenge for me as both a teacher and a
researcher. From a praxis standpoint, regardless of personal motivation to study the
language, students in this course knew that the school would not be offering them
opportunities to further the knowledge and skills they would acquire in the course.
Additionally, the group was not composed of a single cohort of students who had studied
together in previous sections: multiple groups were combined into this one large group.
For a practitioner, this unique situation could be important in examining possible
methods to work around discontinuous language learning situations brought about by, but
not limited to: middle-school foreign language exploratory programs (FLEX) and ninetyday block scheduling disruptions in continuity. This experience has significance for
teachers who work with diverse learners in a classroom in a program with reduced
resources, so that on a practical level, continuity may be better preserved than it is at the
current time. Knowledge of the possible personal investment in the language learning
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could be an important indicator of desire to succeed and the lengths to which a student
wishes to identify him/herself with learning the subsequent language.
For theoreticians, the timing of this study is important also. The goal of this study
is to identify the skills of the multilingual learner in order to build a more relevant course
of world language study that will be more responsive to their academic and social needs
and their career aspirations, visions of future selves as well as their personal goals.
Students who know that their course of study is no longer validated by the school in
which the study may have differing approaches to the language and different investments
to its learning. They know that they will not be able to continue with study of French,
and thus this is an important time to study why learners, specifically multilinguals, have
enrolled, both to examine the investment they have in the world language classroom and
the applications of this language that they envision for themselves in the future. On a
theoretical level, I am interested to learn what kind of world language development can
be supported for this type of learner, whose days within structured learning of a particular
language are guaranteed to be broken up either by elimination or truncation of a program.
This practice of discontinuous learning may also contribute to the American view of
language learning as difficult, and the defeatist attitude taken to language learning that is
so prevalent in American society. The findings in this study may also aid in creating a
program that will ameliorate this view and validate language study while supporting the
multilingual who already has avenues for multiple codes.
From the above interests, I formulated three research questions:
1. How does the multilingual learner use his/her funds of knowledge
to negotiate the world language classroom?
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2. How does the multilingual learner use the languages s/he already
possesses to further his/her learning of the target language?
3. How does the multilingual learner use his/her home culture to
access and negotiate the target language?
Through the study that follows, I answer the questions outlined above. These
questions are important to the field of world language learning, which in the United
States is underdeveloped with regard to multilingual learners, as the focus of most
language-based research is on the learning of English. Knowledge about how the
multilingual learner both constructs him/herself and how s/he learns in a classroom
setting will contribute to a body of research that responds to a growing pedagogical need
in urban schools.
Significance of the Study
The population of multilingual students in United States secondary schools is
rising (CENSUS 2010) and with that rise, the linguistic needs of students are changing.
Much research has been conducted on the learning needs of multilingual students
learning English (Kramsch, 2009), and in certain content areas like science and math.
However, little current research exists in the United States context with regard to the
multilingual student who is studying a subsequent language in a classroom setting. This
gap in the research is important, as many students now are in classes whose pedagogical
models follow standards initially developed to promote world language learning for
monolingual English speakers. The effect of these standards is that there are monolingual
norms both inside the language classroom and outside of it in the wider school
population. This privileges a monolingual mindset, one that does not allow for interlanguage – the first step in translanguaging – or those who use it, a situation which has
6

the potential to stifle negotiation of new knowledge. The funds of knowledge that
multilinguals possess are not being tapped, nor are their languages being valued
appropriately as resources. The study proposed in this document seeks to discover some
of the tools for and methods of learning that multilinguals bring to a classroom and will
likely lead to pedagogical recommendations for world language teachers as they begin to
see these students in their classrooms in larger numbers.

Theoretical Frame
Underpinning the research presented in this study are several important concepts
and constructs that I have taken up and worked with in order to gather and analyze the
data in order to answer the research questions. This study is grounded in my assumptions
about language, culture and literacy. Language, for the purpose of this study, is the part
of discourse that influences social practices, the ways and means through which a person
interacts and exchanges meanings within family, school, peer, and media channels. This
is a broad definition, but brought about by the recognition that people do not live in social
bubbles, and that communities are constantly in contact with one another through the
words, practices, and positionings of the people within and without. Kramsch (1994)
describes language as something that people do every day as a way to express, interpret,
and make meaning in a way that allows them to create and maintain relationships with
others. In the setting of this study, multiple languages are used by participants for
meaning-making, and the creation of ties between participants hinges on an
understanding of which languages they know, and how they construct their participation
in these languages. In the study, certain language relations are promoted and validated in

7

the school community, and others are avoided. Gee (1990) notes that language relations
can be broken examined in light of personal discourses, which he calls “little d”
discourses, the elements of language that one uses in daily interactions to create meaning
and relationships within one’s personal life. He then contrasts this with language
practices that are evocative of “big D” discourses, which are appeals to grand narratives
in society, overarching themes and social norms that are validated by groups to which a
speaker may belong, or desire to belong. What one does in and through language makes
it inextricable from society as these discourses situate and link our interactions to one
another and to the larger wholes to which one belongs.
While language is the lens and medium through which a speaker manipulates
interaction, culture shapes social context, making a person unique while also creating
links between this person and other people as well as communities and institutions.
Vygotsky (1978) would describe culture as a personal set of mind-mediated tools that
create an individual through social interactions facilitated through the use and
exploitation of artifacts within and in contact with others. Brice-Heath and Street (2008)
describe culture as a “verb,” noting that one’s culture constantly works both within one,
shifting and adapting one’s identity as one learns and experiences life, while
simultaneously working with those people, communities, and institutions with which one
contacts. No one is exempt from culturing, but some are more aware of it and more
subject to it than others. In this study, the multilingual learner is in this category: one
whose culture influences others, but who is also consistently influenced by the multiple
languages and cultures to which s/he belongs. Culture is inextricable from society, as,
like language, it is a social process that is constantly changing, shifting, influencing both
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those existing within one of its spheres and those who come into contact with them. This
contact between cultures, contact between people, is the essence of society, and
progresses through the act of learning. In this study, learning is the social process that
links language and culture, where the participants are taking on the study and negotiation
of new ideas, mores, and vocabulary to express themselves and create for themselves a
new layer of identity cultured from their in-class interactions.
Resultant from the intersection of culture and language is the concept of literacy.
Literacy is, in this study, the skill that comes from the knowledges one obtains via
language and discursive practice, intersected with the culture(s) that are constantly
working within an individual. Literacy, multiple and changing in nature as it exists in
textual and nontextual forms alike, is a social practice in a similar manner that culture and
language are. People engage in literacy practices to create themselves, to understand the
worlds around them, and to interact within these worlds. Gee (1990) describes literacy as
the interplay of the Discourse/discourse pair (explained below) used by people to create
meaning and attach themselves to already-extant social meanings. Multilinguals, I will
argue, due to the complexity of linguistic and cultural literacies, learn new languages and
experience new cultural information with a skillset different from the assumed average
American monolingual learner.
Beyond the three cardinal concepts in this study, a few other constructs will be
highlighted. In the context of the completed research, the following theoretical constructs
proved important and became tools for analysis. Since the primary concern of this study
is the multilingual learner, I will briefly outline this student as s/he is presented in the
research. Next, the learning of language is a cooperative enterprise, involving often a
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dialogic sequence, often mediated by the power dynamics of the classroom and
surrounding school community. Dialogic is a term that leads immediately to referencing
Bakhtin, whose theories related to language learning will be summarized below, linked to
more current research on Third Space and dialogic interactions mediated by culture.
Finally, the construct of power will be explored within a Foucauldian frame, focusing on
an ever-changing construct of power that permits the student to lead as freely as the
teacher. The examination of the locations and shifts of power can also help elucidate the
motivations of the multilingual learner, whose investment in language-learning may be
more clearly visible through actions rather than speech. Below, I outline briefly concepts
and constructs that will be more fully explored in Chapter 2.

Multilingual Learners
The multilingual learner is a composite term, which is gaining in popularity.
Garcia and Sylvan (2011), in their work in English as a Second Language research,
defines the learner in this way: learners may have one, two or more languages, and
because of that nature, a classroom of learners is multilingual by necessity. She likens
language proficiencies to vehicles: one language is a bicycle, adding a second or third
language creates a learner in possession of a linguistic All-Terrain Vehicle. This vehicle
has different-sized wheels for dealing with different terrain, wheels that may function
well on a street but are actually better in the wilderness (Garcia 2008).
Many multilingual learners are labeled in the research as heritage speakers of a
home language, a broad term that is interpreted multifariously depending on the social
position of the speaker as well as his/her language proficiency: as a competent speaker of
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a language (Alarcon, 2010); as a member of the language community (Carriera, 2004); as
one who understands the language but does not produce it (Schreffler, 2007); as one who
studies the language in order to recapture a closeness with the community (Carriera,
2004).
Some multilingual learners are elective: they chose to learn the languages they
speak. This population is not well-represented in the urban school. Rather, the
circumstantial multilingual is more prevalent: this learner acquires languages through
family, community, personal experiences that were unlikely a choice; s/he is also likely a
speaker of a low-prestige dialect of a language (Valdes, 2005). The effect of this is that
there is a perception this speaker being lower-class and less authentically a member of
that language community. Through my research, I hope to influence programming that
will reevaluate the ways that multilinguals are represented within a school culture: as
emblematic perhaps of a new norm rather than the denigrated outsider.
Upon entering a world language classroom, the multilingual student has a
linguistic repertoire from which s/he may draw language-learning information. Relating
to this, my interest is in the learning strategies of the student in the context of the
language class. Blackledge and Creese (2008) tell us that language knowledge from a
first learned language transfers in many ways into the second through a process called
language socialization. With multilingual learners, there is an assumption that the first
and second (or beyond) language will either form the basis for learning, or perhaps be
shut out of learning altogether. Within the research on multilingualism, Garcia (2009)
describes what she calls languaging, which is the appropriation of one language for use
within the context of another language, but which is natural to membership in the
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speaker’s multilingual communities. This may be noticed as dialect, and for Garcia, can
be tapped as a resource for learning and other academic pursuits. More current research
names this appropriation and simultaneous usage of two languages as translanguaging,
which occurs when a speaker moves fluidly among the languages at her disposal to create
meaning. This perspective views all languages of the learner as valued resources that can
be used as needed and learners use these resources differently depending on need (see
e.g. Garcia 2008; Wyman, 2012; Creese & Blackledge, 2010). Heritage speakers are the
largest group of multilinguals present in the secondary classroom, and the languages that
they speak or understand may influence the language(s) of instruction if they are attended
to by instructors. The ways in which multilinguals experiment with the new language,
appropriate it for their own uses, and perform with it may be indicative of important
knowledge about their learning styles. Rampton (2009) describes language performances
as ways that learners negotiate new knowledge and style it to their own uses. Following
this, Canagarajah (2012) notes that meanings of terms may shift as the language is
appropriated by new speakers, and this creation of a small-scale dialect is directly
indicative of an identification with the language by the new speaker, and an effort to
make that language usable in the new speaker’s life.
In the urban setting, the multilingual learner is one of many, and in the press to
prepare students for standardized testing it is often forgotten that his/her language
background may be both an aid as Garcia (2008) views it, as well as a hindrance.
Equally important as the student’s linguistic repertoire is his/her cultural affiliation. The
multilingual student’s communicative repertoire is not only composed of languages, but
also the cultures to which these languages build connections. In my work, I seek to
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understand how the many cultures of the students who enter the classroom express
themselves and create a heterogeneous linguistic space. Particularly, I am interested in
how the student is most comfortable styling elements of his/her culture, and whether
those elements are juxtaposed with target cultural element. This classroom space allows
students to place previous affiliations in conversation with new affiliations and style
themselves in the subsequent language. The student may choose to present him/herself as
stereotypical to the culture to which s/he belongs, or perhaps s/he may use home culture
as a mediating factor in his/her journey of language-learning. There are many types of
self-presentations that may occur, and my interest is in which seem to take precedence.
The ways in which the student styles him/herself as a potential speaker of the target
language indicates many important details: for example, the reflexive view s/he has
concerning the target language and how one acts within the target culture. This styling
can be an attempt to accommodate, and become an authentic speaker of the language, or
it can be mocking, in which case derogation of the language and its speakers is implicit
(Chun, 2009). Also, students may appropriate the target language and use it in new ways
that suit his/her own context. These language performances interest me and through the
study proposed below, I will be able to observe and analyze them as they occur in a
classroom environment.
Mediated Language Learning
The view of language learning is located squarely in the field of sociocultural
theory. Vygotsky (1978) notes that most effective learning happens when the target
knowledge is placed just a little bit higher than the student can reach unaided. At this
point, a tool becomes necessary to further learning. Tools may be many things: graphics,
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teacher instruction, or even use of personal knowledge from outside the classroom. Once
the tool is found, it serves as a lever to bring the student to new knowledge. In
possession of this new knowledge, the student now has a need to make that knowledge
part of his/her personal cache.
Bakhtin (1981) notes that new knowledge is affected by the knowledge that
touches it, so the learner, by taking on this new piece of information, places it in
relationship, or dialogue, with the other knowledge that s/he already possesses. In the
case of a language, this dialogue could be created between home cultural information and
that of the target culture. These two knowledges meet, and the student, in order to further
his/her own identity within the context of this knowledge must negotiate the sometimes
contrasting meanings. Because many meanings exist in the many contexts of language
usage, their nature is beyond just a simple enunciation, but bears the echoes of other
meanings assigned to a given utterance. This is called polyvocality. Polyvocality explains
why similar concepts have different meanings to different people dependent on context.
Gutierrez (2008) melds the Vygotskyian idea of a tool with the Bakhtinian dialogic
nature of learning, explaining that the points of negotiation between the home language
and that of the classroom represent a Third Space. A Third Space is a point of
negotiation between new knowledge and extant knowledge within a learner. In order for
a learner to add new knowledge to his/her repertoire, the knowledge is mediated at the
point of negotiation. It is placed in conversation with the already-present identity
elements of the learner and adds another layer to his/her identity. Because of the unique
relationship of languages, in that one’s first language and second language can both name
objects, feelings, cultural phenomena with different terms, Third Spaces have the ability
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to form within a language-learning setting. They are not necessitated by the existence of
a World Language class, but can be fostered through conscientious teaching. What I
mean here, and I explain on a rather simplistic level, is that a teacher like myself,
knowing that similarities exist between a cultural event in the school community and that
of the French culture, could introduce a project in which her class discovers these
similarities, causing potentially moments of reflection and negotiation to happen as her
students absorb this into their repertoire of French understanding.
Language learning is greatly impacted by the level of investment a learner has in
it. Investment, as defined by Norton (1995, 2000) is the learner’s ability to view
him/herself as a user of the target language. This concept comes, like much of the
literature cited above, from English as a Second Language theory, but is quite applicable
to world language learning theory, especially in today’s world of disappearing borders.
Third Space negotiations of complex linguistic and cultural concepts may help foster
investment for multilinguals, who have already experienced the need for multiple
languages, and thus may be more receptive to subsequent language learning.
Power in the Classroom
In a traditional classroom, power is generally seated with the instructor and rarely
shared with students. However, the communicative model of language teaching, one that
is in vogue at the moment, promotes teachers and learners as co-creators of information
and learning (Belchamber, 2007). Teachers are given the role of facilitator, providing
prompts and guidance to cooperative student learning. This model of teaching and
learning is founded in the concept that power is a construct that moves freely between
members of a community, and that it need not be utilized by a set few. Rather, power is a
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force that exists at tension points. Foucault (1975) presents power in this way. He notes
that power may shift and change with little warning and that many institutions spend a
good deal of time and effort attempting to control the utilization of power by controlling
the bodies of the presently less-powerful.
Language classrooms require a high sensitivity to many exercises of power: the
acknowledgment of differences of culture (He, 2006), the use of one’s first language
(Garcia & Sylvan, 2011), the comfort of a student in practicing the new language
(Norton, 2000). As a teacher of language, I attempt to create an atmosphere of
cooperative learning that addresses these exercises of power, giving opportunities for the
learner to practice and present him/herself using the target language. Foucault’s power as
a shifting construct is ideal in an environment where not only the students’ voices, but
also their cultural beings are being shaped by the world and influences around them. In
order to become users of a language the learner’s self-view must envision him/herself as
a speaker of that language. This may be effectuated through an identity performance in
which a language learner utilizes power within the classroom to represent him/herself
relative to the target language. For language learners in the United States, this is very
difficult, due to the strong valuation of monolingualism and monolingual agenda.
Students often do not see a purpose in language study, and while a requirement may exist
in schools, there is minimal connection made between this requirement and any realworld necessities or opportunities.
Third Space
Flowing from the exercise of a shifting power, one learning phenomenon that has
been discussed more in the education of the ELL student than the world language learner
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is that of the Third Space. Gutierrez, Baquedano-Lopez and Tejeda (1999) and later
Gutierrez (2008) define and discuss the relationship of Third Space to language learning
in this way: that the language learner must place the target language and culture in
dialogue with the linguistic and cultural elements that are present within him/herself.
This internal dialogue becomes a negotiation of meanings that are presented by the
intersection of linguistic and cultural information. The point at which negotiation takes
place is considered a Third Space, or a creation-point of new knowledge and potentially
newly created identity elements.
Third Space explained in this manner is based on the work and ideas of Bakhtin
(1981), who envisions all utterances as dialogic, meaning that words, ideas, even culture,
comes into intersection with other words, ideas and cultures and is thereby changed,
transmuted, fused in some important way by that which has touched it. This creates
unique identities for each person, whose experiences with life and language are
multifarious, but at the same time links them together. For Bakhtin, dialogue is essential
to learning and learning is transformative. New knowledge is negotiated through
dialogue, at many levels, of which one is the intrapersonal.

Funds of Knowledge
Multilingual students have access to linguistic and community resources,
knowledge, and practices that they bring with them when they enter a classroom. These
household skills and practices are what Moll et. al (1992) describes as “strategic
knowledge and related activities essential to a household’s functioning” (p. 139). These
types of knowledge may be peculiar to one family, to one cultural group, to one
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community, or common among many. Practices that affect language learning may also
be embedded in the funds of knowledge of a student. The funds of knowledge possessed
by a particular community are recognizable as a researcher is able to make connections
with the home life of the participant (see e.g. Fitts, 2006; Dworin, 2006) Moll et. al. and
Moll and Gonzalez (1994) reached the homes of the participants by welcoming parents
into the school and bringing teachers to community events. Moje, Ciechanowski et. al.,
in 2004, noted that there are four areas in which students collect funds of knowledge:
home, community, peer group, and school. These four areas form a base from which
much of student learning is negotiated.
Within the context of world language study, the funds of knowledge – sometimes
known as background knowledge or resources (see e.g. Cenoz, 2003; Dagenais, Day &
Toohey, 2006; De La Piedra, 2006) – is often social community practices, which in this
study I would argue are cultural funds of knowledge, inclusive of social media practices
both within and at the fringes of a community. Funds of knowledge are constituted by
discursive practices, which are built in the process of language learning. Multilinguals
have an arguably wider range of discursive practice brought on by the broader
experiential and linguistic fields that they have encountered, and thus employ these as
they learn new language and about new cultures.

Outline of the Study
Location and Participants
The ethnographic study outlined below served to provide data that answer the
questions I present. It is based on the pilot study that I conducted in the 2010-2011
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school year. Within the study, I am positioned as a foreign language teacher in a large
urban school, teaching the population that I wish to research. My site was my own
school, specifically my French 2 class, which met in the last period of the day (~1pm2:30) on every other school day. The school serves a population that is high-poverty, and
demographically diverse, with over 50% of the school population identifying as Latin
American. The population of ELL students is also high, with about 30% of students
having at one time been placed in English Second Language classes.
The students I enlisted as participants come from a variety of language
backgrounds, and some speak multiple languages. None are currently classified as ELL,
although some are labeled as former ELL students. Of the students observed, I selected
three as focal participants. These focal participants were selected on the basis of level of
multilingualism and interest in the learning of the target language. Ideally, I desired
range of multilingual students, from receptive multilinguals to more functionally literate
participants so as to observe a possibly wider variety of language practices. However, this
was not possible as the students who wished to participate in the study did not fall into all
of these categories. Thus, the focal participants share some key linguistic commonalities.
Additionally I included students who study the target language for various reasons: for
example, to satisfy a requirement, to broaden their linguistic repertoire or any number of
other factors. The criteria for participant selection was thus: a) the student must speak or
understand English and at least one other language; b) the student must identify with the
community of one of his/her languages; c) the student must have some level of interest in
learning the target language.
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Significance
World language classrooms in the United States are seeing a rise in enrollment of
students who are heritage speakers of languages that are neither the language of
dominance (English) or the language being taught in the class. This trend will not
change, as immigration rates continue steadily, and according to the United States
Census, language-minority populations continue to grow. As this population grows,
World Language teaching pedagogies need to change to accommodate a set of learners
who have already acquired a second language. Current pedagogy does not envision the
multilingual learner, but rather the traditional American monolingual who needs
“exposure” to a new language and culture, in almost the same way people introduce
children to new foods.
The importance of this study, and the work that will flow from it, is to learn about
these multilingual students: what are their learning goals? Their needs? Their
proficiencies? Their obstacles? Additionally, I hope to, with the findings of this study
and future studies, suggest directions that World language pedagogy could take in order
to better accommodate the needs and valorize the skills and competencies of these
learners. Integral to this re-imagination of world language pedagogy is the placement of
the multilingual identity as a goal for monolinguals, and a status for further development
and cultivation for the multilingual him/herself.
Beyond the classroom, the world at large, so connected by digital media and
internet-based communication, is multilingual. Through isolationist policies and
geographic dominance, the United States has long been able to avoid the imperative to be
multilingual felt by many nations. However, the United States itself, though never truly
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monolingual, is becoming home to an increasingly diverse panorama of language
backgrounds. With this abundance of language growing in the nation, the way that
languages are taught and the recognition of who the learners of these languages are is
undeniable. My study will help fill this gap in knowledge of the learner, and suggest
modes by which this learner’s competencies may be developed by adding a new
language, and also how perhaps to accommodate difficulties unique to the learning of a
tertiary, quaternary or subsequent language in a classroom.
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CHAPTER 2
LITERATURE REVIEW
Introduction

The choice of a lens for one’s research is paramount to one’s ends and to the
findings at which one will arrive at the end of a study. In this study, I work within a
Poststructural framework. Poststructural theory has a deep interest in investigating
individuals and social relations and how selves are formed in and through language and
power dynamics. What this means is that meaning comes from the way individuals
envision themselves and others, and then interact on the basis of these self-visualizations,
creating social relationships. Poststructural researchers deconstruct these relationships
and examine the ways language and power, often evidenced through discourse, operate
within a setting. Often, the findings of poststructural research are applied to action
projects with a social justice aim.
The utility of a poststructural framework in my study is manifold. First, the
research centers on the learning of language, so both the topic of study for participants
and the medium through which data are analyzed is the same. To put it another way, I
am studying the language that students studying language use to learn it. I am also
interested in the way language is used to validate or nullify identities taken on by
participants in the secondary classroom. Teenagers live very stylized lives, and many
create personae through social media practice that do not align with the realities they live.
The impact of these varying selves on the learning of a language can best be investigated
through a poststructural lens.
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Additionally as one of the stated goals of my study is to recommend pedagogical
moves that will reconfigure the status and the perceived language skills of the
multilingual, an analysis of the multilingual’s language and responses to power yields
important findings. Social justice based programming that valorizes the multilingual
identity and gives an important place to their skills in the world language pedagogical
structure is an essential element to the shifts that need to be made in educational practice
as the multilingual population continues to grow.
In the review that follows, I set forth and discuss the research surrounding the
core concepts and theory that impacts the study I have undertaken. I will discuss the
multilingual student, who s/he is and what s/he brings to the language classroom. This
student is the participant in the research and also the one who may benefit from the
results of this study. Following this, I will discuss three theoretical constructs that are
essential to the sociocultural context of the urban multilingual student: mediated
language learning, power in the classroom, and funds of knowledge. The important link
among these constructs is that the multilingual’s power is exercised by his/her presence
and participation in a classroom language interaction. His/her language and cultural
skills – already acquired through his/her unique funds of knowledge – fosters learning
both for the multilingual and for those with whom s/he interacts, creating points of
cultural and linguistic negotiation for all participants. These interactions and negotiations
lead to the findings of this study: the unique skillset of the multilingual.

23

In Search of Theory
In order to assemble the review that follows, I set parameters for years of
research: aside from seminal theoretical texts, all article research contained herein was
published since 2000, with a focus on more recent literature, from 2008 to present.
To find relevant articles, I used a variety of search terms in the database programs
offered by the University of Massachusetts’ libraries, specifically Social Sciences
Abstracts, Language Learning Behavior Abstracts, ERIC, and Academic Search Premier.
For example, in researching the multilingual student, since the term multilingual itself is
fairly new, I used a combination of terms, noted below in a chart. I would combine one
of the terms in Column 1 with another from Column 2, cycling through until all
combinations had been used. I followed this process with keywords for each of the
concepts and constructs to be discussed.
Figure 1. Terms used to drive research
Column 1

Column 2

Heritage speaker

Foreign language

Heritage learner

Education (K-12)

Bilingual

Culture

Multilingual

Urban school

Heritage education

Second language
World language
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Who is the Multilingual Learner?
Within the articles that the search described above yielded, there were about a
dozen different terms used to describe the student who speaks more than one language.
The terms arising from this research were: heritage language speaker, which refers
generally to the speaker of a language who may or may not possess reading and writing
skills or a formal register in that language (Valdes, 2005); heritage language learner, one
who belongs in some way to the heritage community and who takes up the study of the
language (Carriera, 2004); multilingual, one who speaks multiple languages, and is in
contact with speakers of other languages (Garcia & Sylvan, 2011); L2 speaker, one who
simply speaks two languages, with a highlight on the second language (Lynch, 2003);
and L1/L2 user, one who speaks two languages, with a highlight on the fact that there are
indeed two languages within the speaker’s repertoire (Valdes, 2005). In the review that
follows, I will discuss each of these terms, starting with the most commonly used and
ending with those mentioned by only one or two authors. In my own work, I have chosen
the use of multilingual because, through reading the research, I find it to be the most
inclusive of the varied proficiencies and cultural orientations that are present in the
person of the learner. It is also the the least coded by negative prejudice at the current
time.
Heritage Language Speaker
The most commonly defined term in the literature was that of heritage language
speaker. The majority of research articles in the US context deal with Spanish/English
speakers. Unless otherwise noted, the articles cited below deal with Spanish as the
heritage language. Many of the articles (see e.g. Yanguas (2010), Montrul (2010),
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Alarcon (2010)) use Valdes’(2005, 2000) definition of the heritage learner citing it
directly: “a student who is raised in a home where a non-English language is spoken who
speaks or merely understands the heritage language, and who is to some degree bilingual
in English and the heritage language” (Valdes 2000, p.1).
This heritage speaker, according to Alarcon (2010), has the oral skills that come
from a family background in social usage of the language but lacks the level of
grammatical and writing skills to match. This student experiences frustrations in a world
language classroom because s/he is expected to have a broader skill set than actually
possessed. Montrul, (2010) also uses the Valdes definition of heritage learner, and
expands upon the concept, noting that because the first exposure to the non-English
language is in a naturalistic setting, the speaker is more likely to be able to produce
correct grammatical constructions within that language. Further elucidating family
background as important to the development of the heritage speaker is Yanguas (2010)
whose article outlines that birth within the heritage community is essential for heritage
speaker status. Because of the importance placed on membership in one’s birth
community, Yanguas notes that the speaker has a more integrative, community-based,
motivation to learn and excel in the study of the heritage language, especially when the
language is spoken at home.
In her study, a little older than those noted above, Harklau (2009) follows the
“new Latino diaspora” to high school to learn what the heritage speaker’s challenges may
be and discovers that, when they follow a course in the heritage language, these students
suffer a level of embarrassment, due to speaking a nonstandard dialect, that does not
carry the privilege of being documented by a textbook. Harklau also notes that while her
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study focused on heritage speakers in a heritage classroom setting, many heritage
speakers were actually enrolled in languages other than the heritage due to a perception
of the prestige that these languages carried. Noting the participants’ same feeling of
shame for the speaking of a low prestige dialect of Spanish, Schreffler (2007) points out
that often the heritage speaker has lost the formal register of the non-English language,
and thus uses English for the formal events in life, and Spanish for the more communitybased, creating a sort of language hierarchy for the speakers (cf. Carriera, 2004; Villa &
Villa, 1998; Villa 2002).
When considering the heritage speaker in the classroom, Villa (2003) notes that
the “language of heritage speaker is ‘primary discourse’ that defines life experiences,
thus creating a framework for learning that must be considered when implementing
educational practices.(p. 31)” Felix (2009), following Villa’s definition, catalogues the
emotional and social links that the possession of two languages brings: the positive is the
connection to family that, in her case study, Spanish brought her participants as well as
the ability to translate at work, which advanced some career opportunities; however, there
were several challenges, because the majority of the participants, while heritage speakers,
were English-dominant, and thus often found frustration in the communication with
family that they desired through Spanish.
In the context of my study, the majority of the participants fall into the heritage
language speaker category; however, this is not a term that is used within the professional
faculty at the school nor among the students. It is an unwieldy term, a little long for the
concept it represents, and has so many shadings that outside of the literature, it is
altogether a rather murky, vague moniker.
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Heritage Language Learner
The second most used term for the multilingual is that of heritage language
learner, a multi-leveled term for which Carreira (2004) creates the schematic in Fig. 1.
Her schematic assigns heritage language learners to one of four levels based upon two
major characteristics: the reasons for which the learner takes up the study of the heritage
language, and the closeness of membership that that speaker has with the language’s
cultural community. The language aims element ranged from a desire to deepen and
more fully experience the heritage culture, to a desire to avoid identity negation by lack
of ability to speak the language. Language aims tend to center around proficiency for the
purpose of communication with the heritage community. The language aims, Carriera
(2004) notes, help create a space within the heritage cultural community for the learner.
The second element pertinent to Carriera’s (2004) HLL spectrum is the cultural
membership of the learner. The membership is differentiated as either primary,
secondary or varied. Primary refers to a member of the culture who is born within it and
is reared within the heritage community. This member may or may not have speaking
proficiency. Secondary refers to a member who, while raised with some level of the
language, is not reared within the community. The secondary member’s entry to the
community may be facilitated by linguistic proficiency. Some learners do not fit as
nicely into the categories of primary or secondary, as they are often members of the
diaspora community where either the language or the culture is less strong. These
learners have varied backgrounds and relations to the culture and are named thus by
Carriera (2004).
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Figure 2. Carriera’s (2004) heritage language learner matrix
Carreira’s title

Language aims

Cultural membership

HLL-1

Deepen membership in
heritage culture

Primary member of group

HLL-2

Create a space in heritage
culture for self

Secondary member of
group

HLL-3

Ameliorate language skill
to better fit the group

Primary membership

HLL-4

Avoid identity negation

Varied

Carreira’s research shows the spectrum of heritage language learners well, and
has been used by many as a starting-point in descriptive research dealing with heritage
learners. Alarcon (2010) uses this schematic and adds to the discussion noting that the
advanced heritage speakers display pride in the language and the demonstration of
culture. These, HLL-1 on Carreira’s spectrum, tend to be middle to upper class people
who have both social and economic reasons for learning and maintaining the language.
He (2006) draws on Carreira’s research to point out that the use of the heritage language,
while creating links with a heritage identity, also allows the heritage learner to transform
the language in some way, placing his/her identity at the center of the learning process.
The unique and varied position of the heritage learner thus transforms the heritage
language to suit his/her particular communicative needs. Agnes He (2006) also
incorporates the Valdes (2001) definition of the heritage speaker into the discussion of
heritage learner.
Defining the heritage learner, much like the heritage speaker, seems to carry an
element of birthright. Weger-Guntharp (2006) notes that a heritage learner is one who
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has at least one parent that speaks the heritage language. Weger-Guntharp’s research is
with Chinese-speaking heritage learners, whose goal in studying the heritage language
was creating ties with ethnic heritage that may otherwise be lost. Xiao (2004) chooses a
definition coming directly from the National Standards for Foreign Language Learning
(1999):
[heritage] students may come to class able to converse in the language in home
and community situations but may lack the abilities to interact comfortably in
more formal settings. Further they may be quite comfortable with oral language
but possess limited skills in reading and writing. (p. 20)”
Xiao’s interest was in the acquisition of the target language (Chinese) and
whether the heritage learner had an advantage in the writing of characters, reading
comprehension or vocabulary learning over monolingual English speakers in a Chinese
classroom. In order to determine this, Xiao completed two studies in two different years
to compare and reinforce the findings. The studies were of University-level Chinese
courses with enrollments of both heritage and non-heritage speakers of Chinese. The
researcher used results of both the SAT II examination and a writing prompt to determine
learning proficiencies of the two groups in each of the four skills: reading, writing,
listening and speaking. As expected, the heritage speakers of Chinese did significantly
better in listening and speaking exercises than the non-heritage students. However, there
was no significant difference between the scores of heritage versus non-heritage speakers
in reading or writing proficiencies. The findings in this study showed no specific
advantage in reading and writing skills brought about by previous oral exposure to the
language, echoing the studies above of the heritage speaker. Important to note with
Xiao’s study, which is also noted by the author, is that the written forms of Chinese are
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notoriously difficult to learn and master, and for heritage speakers who had little
background with the script, the lack of significant advantage could be attributed to a lack
of familiarity with forms that do not phonically correspond with words.
Like heritage language speaker, heritage language learner is another rather clumsy
term that does not well target a specific group of speakers. Important to note with this
term is that it only deals with those speakers who also study their heritage language.
Because the world language that is salient to this study is French, and the majority of the
speakers in the class are Spanish-English speakers, the term heritage language learner
does not have relevance to the population. There were no French or French-derivative
language speakers in the course.
Multilingual
The term multilingual is applied to learners by few in the United States world
language learning context. Garcia and Sylvan (2011), whose work is within the sphere of
English as Second Language – an area often described as different from world language
learning- discuss multilingualism as the state of a classroom in which students are
bilingual, trilingual, and more. Rather than labeling the learners as multilingual, they
focus on the class that these learners create, which is by necessity multilingual with the
goal of acquiring a single language, English. This builds from work that Garcia,
Kleifgen and Falchi did in 2008, in which they noted that any student taking on a new
language in a classroom becomes an emergent bilingual, or a bilingual learner whose
skills are just beginning to be built. This idea, linked with the concept of the multilingual
classroom, could potentially help identify the emergent multilingual who is starting the
study of a third (or beyond!) language.
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Kramsch (2009), in her book The Multilingual Subject, expands upon the
definition of multilingual, applying it to the learner and the classroom alike. Her writing
attempts to bridge the gap between ESL literature and World language studies, noting
that similar processes occur in learning the target language. She also notes that the
multilingual learner is someone who possesses “multiple selves” which are often
delineated by the language spoken. Identity nullification, she notes, can happen if these
selves are not recognized and given value in the classroom (Kramsch, 2009).
In my study, as mentioned above, multilingual is the term chosen to represent the
participants, whose language backgrounds already gave them at least two tongues, and
the subsequent, furthering language would then be the French that they were learning in
school. Multilingual itself, unlike other terms, is a single word that can function both as
adjective and noun with less confusion than the multi-word terms used by researchers
above cited. In my research I seek a level of simplicity of terminology, in order that
complex concepts and theories can be made accessible to varied audiences. Multilingual
is a term that encompasses the larger idea of “a person who speaks multiple languages” in
a single term, whose roots are easily visible.
Other, less commonly used terms
The term L2 speaker is used by Lynch (2003) to describe the speaker of two or
more languages in an attempt to bridge theory between ESL and Heritage language
acquisition theories, which as I noted above, are usually considered vastly different.
Lynch presents that these two theory bases are actually interdependent, and should be
fused at some point in order to create a fuller picture of the learner.
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Similar to the L2 learner is the term L2 user, which is coined and used by Cook
(1992, 2002) to place emphasis on the fact that the language learner is a user of the
second language while also showing that this same learner possesses an L1 that s/he may
or may not use. This particular term is heavily criticized by Valdes (2005), who explains
that the best term to use, if one wishes to highlight the use of a language is L1/L2 user,
which gives value to all of the languages of the student, rather than just the language of
privilege. Valdes continues discussing how multilingualism occurs at various levels: the
elite bi- and multilinguals, who learn languages of privilege – often in classrooms – for
the purpose of social and economic advancement; and the circumstantial bi- and
multilinguals who often occupy a subaltern position in society and tend to speak a dialect
that does not carry privilege. She demonstrates how her term L1/L2 user encompasses all
types of learner without the possible stigma of heritage.
L2 user, L2 learner, and L1/L2 user are unwieldy terms in the same vein as
heritage language speaker / learner are. However, these terms also require decoding in
order to access their meaning. Within the sphere of language acquisition, it is clear that
L1 means “first language” and L2 means “second language” but for the average reader,
or even researcher, this is a code that may not be remembered from the beginning to the
end of an article. The lack of immediate transparency of terminology is a trait I seek to
avoid when choosing labels for my research.
In World Language learning research, there are several terms that stand out to
define the learner who speaks multiple languages, either as a result of heritage or study.
The most common are those indicating the heritage of the learner, with the study of that
heritage language as the goal of that research. Other terms have been introduced,
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including that of multilingual and L1/L2 user, with the goal of usage being the
valorization of the linguistic and cultural repertoires of the learner. As the United States’
public schools become increasingly multilingual, the needs, proficiencies and challenges
of these learners will become proportionally important. By defining each of these terms,
I have sought to establish the location of the field of research on this topic and explain
my selection of the term multilingual, as it seems to be the most inclusive of a spectrum
of terms.
In the research context described herein, the naming of speakers of multiple
languages did not align with any terms from the research cited above. Even within the
community of world language teachers, these well-discussed names did not appear. The
teachers of my district used the word bilingual to describe any student who spoke
multiple languages. This term did not carry bias with the staff, but did indicate a group
of students who were primarily new residents of the area, who had recently moved from
Puerto Rico or the Dominican Republic. The students who fell into a more heritage,
local, culturally based language group were simply identified as Hispanic, which gave
little to no information about language use although among certain faculty members,
those who could not speak the language of their claimed culture were subtly denigrated,
as though their lack of language made them less Hispanic than others. This is the
nullification of identity discussed by Kramsch and others mentioned above. Notable is
that while Hispanic could include students who were also called bilingual, the reverse
was not true.
Among the students, the term bilingual was also used. However, unlike among
the adults, this term carried a heavy negative connotation and was often hurled as an
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insult: “he’s so bilingual, with his bilingual hair and bilingual music. .” Apparently, to
the students at Meadowland Prep, being bilingual was a negative. A student, not one of
the focal participants, explained to me that someone who is bilingual does not belong,
acts differently from the others, listens to music “not in English,” and lives “like they’re
still on the Island. [Puerto Rico or the Dominican Republic].” Essentially, this term was
used by the students as a vehicle of othering, a way to keep those who were newer to the
community on the outside. Therefore, being bilingual in the Meadowland Prep
community was a negative, something undesirable.
When I presented the term multilingual to focal participants, knowing the
backlash that bilingual would create if it were applied to them, the participants were
silent. The term itself was uncoded in their social circles and thus usable for me because
it meant nothing to them connotatively, but only what they could deduce from the
morphological structure of the word. One mentioned that she thought the word was
“fancy” and thus desirable and positive as a label.

Constructs
Mediated Language Learning
The view of language learning is located squarely in the field of sociocultural
theory. Vygotsky (1978) notes that most effective learning happens when the target
knowledge is placed just a little bit higher than the student can reach unaided. To explain
this more clearly, an example adapted from Vygotsky’s work. I want an apple but the
apple is on the tree. I can reach any apple that is on the lower branches but nothing
higher. In order to get the apple that is hanging higher, I need a tool. Once I have a tool,
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perhaps a hook, I can now reach the higher apple. Related to languages, a tool eventually
becomes necessary to further learning. Tools may be many things: graphics, teacher
instruction, or even use of personal knowledge from outside the classroom. Once the tool
is found, it serves as a lever to bring the student to new knowledge. In possession of this
new knowledge, the student now has a need to make that knowledge part of his/her
personal cache (Vygotsky 1978). Bakhtin (1981) notes that new knowledge is affected
by the knowledge that touches it, so the learner, by taking on this new piece of
information, places it in relationship, or dialogue, with the other knowledge that s/he
already possesses. In the case of a language, this dialogue could be created between
home cultural information and that of the target culture. These two knowledges meet,
and the student, in order to further his/her own identity within the context of this
knowledge must negotiate the sometimes contrasting meanings. This creates unique
identities for each person, whose experiences with life and language are multifarious, but
at the same time links them together. In his work also, Bakhtin (1981) notes that all
utterances are the echoes of utterances that have once before been created. This concept
is known as polyvocality, and it assumes that there is no true original utterance, meaning
that all speech acts, and through them, discourses, are evocative of words and discourses
that have come before them. These utterances themselves create dialogue, and their
polyvocality allows for mediation of learning via multiple natures. A learner may take
his/her meaning of a concept and place it in dialogue with a meaning assigned by the new
language and thus come to a point of negotiation and newness. For Bakhtin, dialogue is
essential to learning and learning is transformative. New knowledge is negotiated
through dialogue, at many levels, of which one is the intrapersonal.
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Gutierrez, Baquedano-Lopez and Tejeda (1999) and later Gutierrez (2008) meld
the Vygotskyian idea of a tool with the Bakhtinian dialogic nature of learning, explaining
that the points of negotiation between the home language and that of the classroom
represent a Third Space. A Third Space is a point of negotiation between new knowledge
and extant knowledge within a learner. In order for a learner to add new knowledge to
his/her repertoire, the knowledge is mediated at the point of negotiation. It is placed in
conversation with the already-present identity elements of the learner and adds another
layer to his/her identity. The point at which negotiation takes place is considered a Third
Space, or a creation-point of new knowledge and potentially newly created identity
elements.
Language learning is greatly impacted by the level of investment a learner has in
it. Investment, as defined by Norton (1995, 2000) is the learner’s ability to view
him/herself as a user of the target language. This concept comes, like much of the
literature cited above, from English as a Second Language theory, but is quite applicable
to world language learning theory, especially in today’s world of disappearing borders.
Third Space negotiations of complex linguistic and cultural concepts may help foster
investment for multilinguals, who have already experienced the need for multiple
languages, and thus may be more receptive to subsequent language learning.
In this study, mediated language learning is an important construct as it describes
the tools used by the participants to help them learn French in the classroom, a very
different undertaking than the language learning they have experienced in their homes.
For some, the use of images to help construct ideas was a tool that aided in important
learning. For others, Third Space connections between the French and francophone
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cultures to similar cultural or social events in their own lives helped deepen and negotiate
the new classroom knowledge. All tools to learning aided in the investment of the
students, as I will describe later, as these helped them use language authentically, which
allowed the participants to envision themselves as speakers of French and use the new
language to help them express ideas and opinions.
Power in the Classroom
In a traditional classroom, power is generally seated with the instructor and rarely
shared with students. However, the communicative model of language teaching, one that
is in vogue at the moment, promotes teachers and learners as co-creators of information
and learning (Belchamber, 2007). Teachers are given the role of facilitator, providing
prompts and guidance to cooperative student learning. This model of teaching and
learning is founded in the concept that power is a construct that moves freely between
members of a community, and that it need not be utilized by a set few. Rather, power is a
force that exists at tension points. Foucault (1975) presents power in this way. He notes
that power may shift and change with little warning and that many institutions spend a
good deal of time and effort attempting to control the utilization of power by controlling
the bodies of the presently less-powerful.
Language classrooms require a high sensitivity to many exercises of power: the
acknowledgment of differences of culture (He, 2006), the use of one’s first language
(Garcia & Sylvan, 2011), the comfort of a student in practicing the new language
(Norton, 2000). A teacher of a language attempts to create an atmosphere of cooperative
learning that addresses these exercises of power, giving opportunities for the learner to
practice and present him/herself using the target language. Foucault’s power as a shifting
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construct is ideal in an environment where not only the students’ voices, but also their
cultural beings are being shaped by the world and influences around them. In order to
become users of a language the learner’s self-view must encompass him/herself as a
speaker of that language. This may be effectuated through an identity performance in
which a language learner utilizes power within the classroom to represent him/herself
relative to the target language.
In this study, as the instructor, I did not seek to exercise power a good deal of the
time. My personal pedagogy – which drives a good deal of this study – is to allow
students to control the language that they use in ways that are meaningful to them, and if
those ways happen to be subversive, then so be it, as long as safety is maintained. The
classroom is a place of practice and negotiation. This does not mean that I failed to
understand that there were norms within the school culture, nor did I fail to work within
the curriculum that was very precisely dictated by Meadowland District, but rather that I
allowed the students to take knowledge and do with it what they could, while showing
them some possibilities. Foucault tells us that power cannot be claimed but rather ebbs
and flows among subjects and this type of mobile power allows for expression and
subversion which may in turn lead to important learning.
Funds of Knowledge
Multilingual students have access to linguistic and community resources,
knowledge, and practices that they bring with them when they enter a classroom. These
household skills and practices are what Moll et. al (1992) describes as “strategic
knowledge and related activities essential to a household’s functioning” (p. 139). These
types of knowledge may be peculiar to one family, to one cultural group, to one
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community, or common among many. Practices that affect language learning may also
be embedded in the funds of knowledge of a student. The funds of knowledge possessed
by a particular community are recognizable as a researcher is able to make connections
with the home life of the participant. Moll et. al. and Moll and Gonzalez (1994) reached
the homes of the participants by welcoming parents into the school and bringing teachers
to community events.
Furthering the work of Moll and his collaborators are Moje, Ciechanowski,
Kramer Ellis Carillo and Collazo (2004) who researched a group of adolescents over the
course of five years, tracking their learning of language in both language arts courses and
sciences. They sought to correlate the use of language with “funds of knowledge”
possessed by the students and found four categories that characterized the zones into
which these funds of knowledge fell. They are: home, community, peer group, and
school, from which levels of Discourse (see Chapter 4 for the discussion of Gee’s
Discourse/discourse pair) were apparent.
In this study, the funds of knowledge most salient to the participants were those
that dealt with their social media lives, followed by peer group, school, and home. For
these students, social media seems to have usurped the community as a place for them to
go and interact. The participants mentioned experiences or videos they saw online of
things that resonated with them and those, the videos rather than actual experiences of
their own, were the points of intersection that helped them access new language and
cultural knowledge. I find this to be a troubling discovery and spend some time
discussing later the ramifications of a set of learners whose identity is dependent on the
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lived experiences of others, others who may or may not be real, and whether this matters
to the learning of language.
Within the field of world language research and theory, the term funds of
knowledge is not used nearly as frequently as background knowledge and resources, but
does describe nearly the same conception of skills and information. Cenoz (2003, 2013)
describes background knowledge in a way salient to this study: as the particular skills,
cultural cues, social mores and understandings possessed by bilinguals that help them
become better learners of a third language. He notes, importantly, that the experiences of
bilinguals have aided them in the development of learning strategies that gives them an
advantage over monolinguals when learning a new language. In this study, I do not
compare multilinguals with monolinguals, so this part of Cenoz’s work I will not take up;
however, the creation of advanced learning strategies, possible Vygotskyian tools, is
incredibly salient to the research I describe, and is borne out in the findings.
Resources tends to be the more widely used term in world language learning
theory for funds of knowledge. De La Piedra (2006) describes resources as the
sociocultural knowledge of the learner that help him/her decode the world in which s/he
is living. De La Piedra’s work is situated in the field of biliteracy development and
explores the language learning skills of speakers and learners of Quechua in the Andes
Mountains. These learners have contact with both rural Quechua communities and with
more urbanized mestizo cultures present in Peru. She finds that the contact participants
have with both cultures causes them to negotiate language and interpersonal contacts
within one language but contextualized and understood within the other. She argues that
some social practices are unique to one community and thus exist for the participants
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within that community, but influence the participant’s interactions outside of that
community as surely as those that occur on the inside.
Dagenais, Day and Toohey (2006) expand this idea with their discussion of
resources, noting that the sociocultural skills and knowledges of a learner help him/her
develop literacy practices in a way that changes both the learner and those from whom
s/he learns. While not explicitly saying this, Dagenais et. al. are discussing the
implementation of culture as a verb, where culturing occurs due to the contact and
intersection of two differing languages, social structures, etc. The resources brought to a
learning or literacy event are unique to a learner, but from the point where they intersect
with another person or group, become part of a larger negotiation of practice and
learning. It is this construction of intersection and culturing that I define in this paper as
funds of knowledge, that culture itself is a fund of knowledge, and since it cannot be
divorced from learning or interaction, is an essential force within the learning schema and
skillset of the multilingual, especially in a classroom setting. Rather than take the terms
resources or background knowledge, I use funds of knowledge to describe the linguistic,
social, economic, social media, and even personal experience-based skills that a
multilingual has acquired that make him/her both: a) a learner with a broader experiential
and linguistic toolkit than the average monolingual and b) a culturing influence in the
language classroom whose interaction with others – monolingual OR multilingual-enriches and shapes the negotiation processes that occur in a classroom-bound language
program.
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CHAPTER 3
EPISTEMOLOGY AND METHOD
This section is entitled Epistemology and Method. Within it, I set forth and
explain both my orientation to knowledge and learning and ways I was able to access and
analyze the data that I discuss throughout this work. Epistemology is the way in which
one comes to knowledge, one’s beginning frame and how one applies this frame to the
research that one does. Method is the means by which one implements the frame into a
study in order to assemble and analyze data. In this study, I have used ethnography as
both epistemology and method.
Ethnography

In my research, I am interested in the observation of people and social structures.
For this reason, I have chosen a qualitative research design with ethnography as
epistemology. Ethnography as an epistemology aligns with understanding complexities
in context and has tools for considering relationships between participants. Key to this
understanding is knowledge that the researcher too is a participant and thus must be
included in analysis. Ethnography helps me understand the contexts of my research and
meaning within those contexts in a way I could not as an outsider. The complexities
present within the context of my study are where meaning is constructed and
consequently needs to be considered with a lens that takes into account the uniqueness of
the context.
Within the epistemology of ethnography, there are several directions and interests
that a researcher may take. My own interests are centered on underrepresented and
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underserved groups, and much of what I examine turns on the power relations found
between participants and themselves, participants and social constructions, participants
and their context. The type of ethnography I use in this study is critical ethnography,
which examines contexts with a goal of revealing and problematizing social inequalities
(Carspecken, 2001). These inequalities may be large-scale, based in institutions, or may
be smaller-scale, specific to the context being studied. There is a belief among critical
ethnographers that contextual social inequalities derive from systemic inequalities and the
structures that support and maintain these need to be examined and actively dismantled.
Critical ethnographies have goals aligned with social justice (see e.g. Canagarajah, 2012;
Martinez, 2012; Abassian & Malaee, 2015). In this study, I discuss the meaning-making
in which multilingual students engage as they learn language that may be different from
students who do not speak multiple languages as they enter the world language class. I
argue that the pedagogies and standards that world language teachers are bound by do not
serve adequately the needs of these students, and recommend possible solutions to this
inequity as the need for them will only grow.
In order to collect data relevant to my interests, I chose ethnography also as
method. Ethnographic research in education is characterized by two practices:
participant observation and thick description, which I will briefly explain for clarity.
Participant observation is the entrance into a field by the researcher as a member of the
community, rather than as an outside observer. Emerson, Fretz et al. (1995) note that this
membership in the community is important for the possibility of uncovering hidden,
member-driven meanings that an outside observer may not be able to perceive. These
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intra-group meanings can become the data that, upon analysis, lead to powerful
conclusions.
Thick description is the note-taking practice a researcher employs to collect as
much information as possible in a given observational period, without overt regard to
relevance. Geertz (1973) describes thick description as the recording of minutiae in order
to analyze the full situation. A researcher practicing thick description would be certain to
record the appearance of participants, the gestures they make, the words they say, and
any other data points that she perceives. Additionally, the researcher would record, using
whatever technology she had at her disposal, the visual layout of a setting, including
many factors, such as those of comfort and discomfort, and participant responses to the
setting. Thick description provides a researcher with large quantities of data, from which
the richest data points may be derived and used for analysis.
Contextualizing the Inquiry
Setting
District
I conducted the research for this study in Meadowland Public School District, a
Northeastern urban district with several important characteristics that both made the
study possible and had some important implications on the findings. Meadowland is
urban, with just under thirty thousand students in its K-12 programs. Of these, sixty
percent identify as Hispanic and another twenty percent as African American. Nearly a
third (26 percent in 2013) do not speak English as a first language (Fact Sheet, 2013).
Seventeen percent of all students receive services for Limited English Proficiency -a
status determined by a battery of state-driven oral and written English examinations that
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take place each Spring and Fall (Department of Education). As do many urban districts,
Meadowland schools serve a high poverty community, with a large transient population.
Just under ninety percent of all students qualify for free or reduced hot lunch and
breakfast at schools, a statistic that is determined by a family’s income as at or below
fifty percent of the federally recognized median income (Fact Sheet 2013).
The district is divided into neighborhood schools for elementary and middle-level
education, and students are allowed to choose the high school that they will attend. Many
do not make this choice due to absenteeism on the important dates for choice, and are
then assigned to schools based on enrollment numbers. There are five high schools in
Meadowland, with a combined four-year graduation rate of 52%. This is a statistic of
concern to the district, as it is due in large part to a high retention rate of ninth graders
who then leave school as their peers advance and they do not. Programs exist to support
struggling ninth graders and to provide avenues for graduation to those who have been
retained, but at the writing of this paper, results are pending so cannot be reported. The
student:teacher ratio in the district is 17:1. All students are required to wear uniforms
consisting of a polo shirt and khakis or black dress pants. Skirts are also permitted for the
girls.
Nearly half (44%) of all secondary students in Meadowland District take foreign
language courses (Fact Sheet 2013). The district recommends that college-bound
students take at least two years of a language in order to graduate ready for the university
experience. The district reports six languages are taught: Spanish, Chinese, French,
Latin, German, and Italian; however, only one school offers the last three, and those
courses do not have a full range of offerings. Spanish and Chinese are taught in all
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schools, with French in three of the five high schools. It is in one of these schools that
the study took place.
School Location
Meadowland Prep is one of the five secondary schools in Meadowland. It boasts
the status of Magnet School for the STEM (Science, Technology, Engineering and Math)
fields and receives grants from the National Science Foundation to further its
math/science programs. Additionally, it has relationships with local businesses that allow
for internships and cooperative activities that benefit student involvement in the business
aspects of their communities. Meadowland Prep is known for its school band, which is
seen as one of the shining examples of positivity in the district. The band plays at all
school-related events – for all five high schools – and participates in statewide activities.
Membership in the band has been unofficially correlated with graduation in a positive
way. Grouping of students by graduating class is done loosely, as many retentions in the
first or second year cause official class numbers to be different every semester. For
example, the freshman class in Fall 2014 was around 650 students: 400 first time
freshmen, and 250 retained freshmen. The sophomore class was similar, with 400
students, some of whom had too few credits to be juniors. The junior class at
Meadowland Prep is always tiny, as many students “skip” junior year by making up
credits for failed first or second year classes and are able to rejoin their class for
graduation. Meadowland Prep’s graduating class in 2014 was just under 200 students.
Another 50 graduated after summer school. Going into the year of the study, the school’s
reported graduation rate was the lowest in the district at 39%.
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In the 2013-14 school year, Meadowland Prep had an enrollment of 1570
students. The school itself is a repurposed office building with narrow staircases and
eight-foot windows on exterior classrooms. It has four floors and three elevators. The
suggested maximum student population for the building is 1250, so for this school year,
the halls are especially crowded. There is no auditorium, so the cafeteria is used for any
large assemblies. At no time is the entire student body at a single assembly: there is not
space.
The school day starts at 7:42AM and ends at 2:20PM. Teachers are required to be
in the building by 7:20AM but may leave at dismissal. Most students take the school or
city buses to get to school. The school uses block scheduling, four ninety-minute periods
of instruction daily, with lunch falling during the third block. Courses would meet every
other day, for the entire school year, rather than following a semester schedule
(exceptions to this include gym and health, which are shorter-duration courses). Truancy
from class is a serious problem within the school day. During any period, groups of
students wander the halls or gather in corners where administration is less likely to find
them. There is a robust administration within the school: a principal, four vice principals,
and four deans of discipline. The four vice principals and deans of discipline spend much
of their time in the halls, redirecting and escorting students to classes.
The world language department at Meadowland Prep is composed of seven
teachers: four Spanish, two Chinese, and one French. The language department for the
five years previous to the study and again during the study, organizes and promotes an
International Fair in the spring. This fair showcases the languages taught in the school as
well as the national backgrounds of students and staff within the school. It is a large
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event, with music, food, dancing, and displays. The language department spends a good
deal of the school year’s time and programming creating presentations and performances
for this fair. This fair is not replicated at any other school. It is a Meadowland Prep
specialty. It highlights the dedication of the world language department to creating
visibility for its program, and its interest in promotion and preservation of language
programs in the midst of difficult financial circumstances. While visible through the fair,
the world language department is not immune to budget cuts which have caused a
reduction in staff in the two years previous, shrinking the teaching staff and swelling the
numbers in the language classes to the class-size caps and above: 27-32 students per
class, or roughly twice the district average class size.
Physically, all of the world language classes are located in the same part of the
school. They are all on the same floor, clustered into one area, which allows for
maximum teacher collaboration, and inter-class cooperation. On this floor also is the
Freshman Academy, three teams of the first-time freshman students who share all the
same classes. The only time upper-grade students could be on the fourth floor was in
transit to or from a language class. This is salient to the study because the French II class
researched was composed entirely of upper class students, mostly sophomores and
juniors, who would otherwise not find themselves in this part of the building.
Classroom
The study was conducted in a French II course. This course is the second of the
two recommended for college-readiness. In 2013-14, this French II class was held in the
final block of the school day, meeting every other day from September through June. It
was also the only French class offered by the school that year, and the final one to be
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offered at Meadowland Prep. This phase-out of French was triggered by several factors,
chief of which were budget considerations and lower enrollment due to a robust Spanish
Native Speaker program that attracted a large percentage of the student body that spoke
Spanish at home.
The French classroom itself was a corner classroom, with the huge eight-foot
windows mentioned earlier on two sides of the room. These windows looked out to the
main avenue on which the school was located on one side, and to the vocational high
school – the two high schools were next door to one another - on the other. The room
was always bright, and was decorated with primary colors. On the walls were verb
charts, vocabulary reminders, grade information, and the agenda for the day. Posted also
were state standards for learning, objectives, and strategy charts.
For technology, the classroom was equipped with a projector screen, a computer
projector, and a document camera. There were four computers in the classroom: one for
the teacher, used primarily in concert with the projector for presentation and instruction,
and three for student use. This was atypical for a classroom, as most only had a teacher
computer. As the instructor, I was able to get these computers because in addition to the
French course, I taught the English course level (tenth grade) that would be taking the
state exams in the spring, and computers were seen as important aids for students
learning writing skills. The relevance of internet based technologies for world language
learning was NOT a factor in the presence of the three student-use computers.
The French II class itself was enrolled at roughly double the student-teacher ratio
promoted by the district: the roster had 32 students listed. The classroom had 26 desks,
so when the entire class was present, extra desks had to be obtained from other
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classrooms. Fortunately for me, there were only three or four class meetings where the
entire group was present. Normally, reliance on absenteeism is not a positive, however in
this setting, absences afforded a few important privileges for both teacher and students.
First and foremost, this was important for space in that students all had a place to sit and
work, but also for the practical functioning of the class: typically, I find a group of twenty
students to be optimal at the French II level, because there are enough students to do
varied group activities, but few enough that I am able to give personal attention to
students throughout the block. While absences are not positive for the learners who are
not present, they did privilege the students who regularly attended in that these students
received more contact time and practice with arguably more invested classmates. Last
block was notorious for truancy, especially with French being an elective course. The
one impetus driving attendance for the less scholarly enrolled in this class was that if they
did not take and succeed in this French II course, there would not be another offered by
Meadowland Prep. This meant that if they wanted to fill the language recommendation
for college, they would need to start with either Chinese I or Spanish I the next year. For
those who were already juniors or seniors, this would not be an option as there was
simply not time in their academic cycle.
Because of the singularity of the class, as many students were placed in the course
as possible, so that they could complete the 2-year cycle. The year prior to this class, all
French classes had been taught by a permanent substitute who was a new teacher to the
school and district. This substitute did not make the same academic requirements as the
regular language teachers, and thus the students coming into the French II course were at
varying levels of preparedness for the course even though they had all received high
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grades in their French I. The loss of the “easy grade” teacher kindled within some
resentment and resistance to me as their new French instructor. This I mention because
much of the teaching strategy I will describe below was focused on kindling the interest
of students who were considered by the counselors as “hard to reach” or “disengaged”
with the course, while providing authentic opportunities for the more engaged students.
Participants
In addition to myself as researcher, there were three focal participants to my
study, two female and one male. All were heritage speakers of Spanish enrolled in
French courses that they had chosen. I mention this choice because many students are
placed in language courses without their input in a similar way to how students are placed
at high schools within the Meadowland district. If they miss course selection day, they
are assigned a language course. At the time of writing, Meadowland does not have
middle school language courses, so no prior experience with language is a factor in the
placement.
Researcher
Negotiating access into the district and school described above was not difficult,
as I chose to observe in my own classroom. In fact, considering my use of ethnography
and participant-observer status as the primary method of data collection, this choice was
not only natural, but necessary. This choice of setting afforded me several particular
advantages. First, my presence in the classroom was as a particular type of member, so I
already had status in the community and my attendance in course related work, including
the International Fair mentioned above, was mandatory. Because I had been an
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instructor at Meadowland Prep for several years, I knew several of the students from
other courses and school clubs so there was a somewhat stronger rapport with some.
Additionally, beyond my membership within the school community, I possess
some background characteristics that helped me build rapport with participants. First, I
come from a family whose heritage language – French – is still slightly active. My
grandmother grew up speaking French but chose not to pass it to her children at home.
Her children, and the generation that followed (mine) learned the language in schools and
through travel. My grandmother treats this as a novelty and while she does not see the
value of bilingualism in American society, it pleases her that we speak French. Having a
heritage language allowed me both as an instructor and as a researcher to perceive and
problematize the participants’ language negotiation in the classroom. I will speak more
of this in Chapter 4.
A second commonality that aided my research was faith. While I have no
intention of making this a focus, nonetheless it is important to note that religious
affiliations, in my case Christianity, help bring communities together. I was raised
Catholic, going to Masses and celebrating sacraments. Many of the students in this
French class were religious, most self-identifying as Christian. Our school community
has a strong core of Pentecostal and Jehovah’s Witnesses who were often eager to discuss
religion and its application to life. The majority of students at Meadowland Prep
identified with one Christian denomination or another. This had the effect of certain
holidays being celebrated and discussed whether they were part of curriculum or not.
The focal participants who I will describe below were observant in their religions. In my
years at Meadowland Prep, I saw many students become concerned when someone did
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NOT participate in religious or spiritual life. Being within the larger faith community
allowed me membership and status in discussions around both social events and practices
that otherwise may have been closed to me.
A third commonality that surprised me at times was the fact that I grew up in a
fairly large family – I have three siblings, which was large for my home community but
average for the community in which I taught – of modest means. My parents, like those
of the participants, struggled to make ends meet despite low income, and while my family
was able to own a home, this was more a function of where I grew up than financial
solvency. My parents, as teachers themselves, were able to benefit from programs that
encouraged homeownership in the community where they taught, and they bought a
multi-family dwelling so that there would be assistance to pay the mortgage. Admittedly,
my students’ parents often did not have the same privilege as my own, due to a number of
factors, inclusive of relative home costs and access to higher education. However I
realized a difference between myself and my students that I was, as a child, relatively
unaware of the income status of my family. The participants were quite aware of the
financial difficulties of their families, and discussion of what one does to make do
through a tough time entered the classroom discussion on several occasions.
One of the most important elements of ethnographic participation is the
discerning of commonalities and community memberships with participants. There are
many ways in which I am unlike the participants: I am white, from a rural community,
childless by choice. Physically, I am an average height, of medium build, with light skin,
hair, and eyes. I tend to wear dark colors and simple make-up: my morning routine takes
less than 30 minutes as I am less concerned with form than function in my appearance. I
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wear flat shoes to school and move around the classroom as much as possible, using my
physical presence as a means of both classroom management and a way to actively
interact with students individual which allows me to exercise power in the classroom.
Each of these sets me apart. I set these forth as examples, but also as reminders that while
I will focus on the commonalities, the differences are not nullified, but rather continue to
color my participation and cooperation with the students I have observed.
Teacher Identification
As the teacher in this classroom, I balanced pedagogical concerns with my
research interests in a way that I felt was manageable, rigorous and ethical. My chief
concern as an educator is to bring students to a scaled – based on the level from which
they start – proficiency within the language in each of the four skill-areas: reading,
writing, listening, and speaking. In an urban classroom where many are struggling with
reading skills in English – the school’s primary area of concern – I have modified the
curriculum, to facilitate understanding the languaging opportunities in across their
language repertoire. I firmly believe that education’s purpose is to broaden not only
technical knowledge of subjects, but to create humans who can interact with one another
in positive ways. Not all interactions need to be perfectly orchestrated for meaning to be
achieved, and culture is a force that does not follow rules. Education in the 21st century
is very much a learning about how to be in a world where difference is commonplace and
ought to be privileged. Secondary school is a time when students are building identity
and experimenting with new cultures that they contact through interactions with peers,
social media, and school.
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One pedagogical choice that I made intentionally with both this research study in
mind as well as the unique needs of the students at Meadowland Prep was to actively plan
lessons and activities that would engage the latent cultural and social identities of the
students and place them in juxtaposition with cultural and social norms and practices that
are typical of French and francophone nations. The goal of these activities was to foster
as many possibilities for the creation of Third Space negotiations of language, culture,
and society as I could, in the hopes of sparking investment and authentic learning in the
students of my class. The classroom is a safe space for negotiation of new concepts and
ideas, where students may interact with the target material, each other, and myself in a
non-threatening environment. Often, in the real world for which educators attempt to
prepare students, difference is not viewed as a positive and negotiation of new knowledge
is not validated as a process, but rather stifled. Schools are locations where this stifling
need not happen. I actively sought to allow spaces for students to put their private selves
in conversation with the target culture in a way that they could both affect each other’s
learning, absorb new knowledge, and also teach me about their values, practices and
language skills.
Lucie
Lucie is a petite young woman, in her third year of high school, and is considered
to be a high achiever by her peers. She is under five feet tall, dark skinned, with curly
hair and fine features. Her face is dominated by a pair of glasses that, while delicate,
seem heavy. Her demeanor is quiet and thoughtful in classes, although with friends she
is louder and very animated. She wears many brightly colored bracelets and her
backpack, which she pulls suitcase-like on rollers, is festooned with rainbow keyrings,
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and beaded knickknacks. In class, Lucie places herself towards the front, and takes
copious notes. She does not often speak or raise her hand, preferring to be questioned
first. This seems to be an exercise of power on her part, avoiding direct interaction until
she is able to lead a one-on-one discussion with the teacher. Her handwriting is perfect
block print, although her submitted work is always in an equivalent style of cursive. She
is one of the few students who write in script.
Lucie lives with her father and younger brother, which is a situation that is legally
mandated. Her mother is Dominican and from her Lucie has learned a certain amount of
Spanish. Her father is Indian, and Lucie is at present, trying to learn some of her
“father’s language,” Urdu. She studies French in school because she feels that it is
different and that one day she might use it, since she and her family travel to visit more
far-flung relatives. “My father’s language is Urdu, and my mom is mostly Spanish, but I
want to expand those languages with French and maybe Italian so that I can speak
multicultural languages as I travel (Interview 6/17/14).” She sees a use in language
beyond the classroom and actively seeks to enrich her resources in a way that will create
what she envisions as more opportunities for her in the future. Her family language
resources are thus key to her apparent understanding that language leads to opportunity.
Philip
Philip is a tall, slim young man, who, like Lucie, is a quiet student in class, but
once assignments are complete, talks animatedly with his friends. He is in his second
year of high school and typically chooses to wear a button-down shirt with a bowtie
instead of a polo shirt. This is permitted under the uniform but few students choose to
wear the more labor-intensive dress shirt. He keeps his hair styled with a sort of curly
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swoosh that is popular with pop stars like Cody Simpson, one of his favorites. He is a
light skinned Puerto Rican whose family speaks Spanish at home. He, however, reports
that while he understands some Spanish, he does not use it, even with his family. He has
been teased by friends for being a “Bad Puerto Rican” for not speaking Spanish, but this
does not seem to concern him.
Philip takes French classes because he wants to travel one day. His at-home
rejection of Spanish has prevented him from placing into upper-level Spanish or the
Native program, and he seeks to avoid classes with less-motivated students. This active
choice of peer group is an exercise of power in his educational trajectory. He connects
French classes and Spanish Native courses with harder-working classmates and desires to
be in those classes. To mediate his own learning, he uses his modest background in
Spanish to help him access new concepts in French: “well, French is a little like Spanish,
so [I figured] easier than Chinese (Interview 6/17/14).” Philip is very interested in
television programs that combine science fiction and teenage romance, as evidenced by
hashtags – which will be discussed in depth below – that he places in the margins of
much of his class work.
Karine
Karine is a sophomore at Meadowland Prep. She is average height, and chubby.
She has long, shiny dark hair that she likes to throw back over her shoulders as a sort of
punctuation to her sentences. She wears thick glasses with heavy black plastic rims that
are printed with zebra stripes on the inside. Her backpack too, is a zebra print, with
purple in place of white in the stripes. She has an iPhone and regularly starts class by
taking a selfie. Her spirits are always high and she comes to class often with
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announcements. These announcements vary in seriousness but often deal with personal
interests, like her favorite television programs, or relationships. One example of this
happened in the early spring: “’I believe I will ALWAYS be single,’ she announced upon
entering the classroom, hands waving dramatically. She explained later that she had
broken up once again with a young man who had disappointed her (FN 3.21).” For
Karine, regular teenage events could easily be embroidered to a more sensational level,
and she enjoyed the control of this.
Karine lives with her father. Her parents are not a couple and her mother lives in
Puerto Rico. Karine is fully bilingual and moves from English to Spanish fluidly. She
sees more value in English and treats her Spanish as a kind of parlor trick. This is her
first year at Meadowland Prep as she has transferred from Florida where she and her
father used to live. She has younger siblings, but does not talk much about them.
Karine takes French classes because she “loves the Eiffel Tower” and the
romanticized version of France. She has decorated her notebooks in Eiffel Towers and
wears a watch that has the Eiffel Tower picked out in rhinestones on the face. She wants
to travel and considers her bilingual-moving-to-trilingualism as key to success in a career
that she will someday select but of which at the time of writing she is undecided. She
utilizes her skill with Spanish to mediate new knowledge in French and will sometimes
explain French concepts in Spanish to her peers. She has little patience for those who
waste time. Karine, like Philip, enjoys science-fiction television, but prefers more adult
programs than the teen-interest ones that he chooses.
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Data Collection
Following the data collection model presented by Emerson Fretz et al. (1995), I
worked within my role as teacher to collect data from class meetings. I was unable to
record classes as the district did not give me approval since Meadowland Prep is an
underperforming school and an official plan for betterment was not yet approved. As the
class met at the end of the school day, I transcribed jottings into full field notes
immediately after the session in order to capture as much detail as possible, providing the
thickest description (Geertz, 1973) that I could.
Examples of artifacts are projects, daily reflective journals, worksheets, drawings
(see Appendix A for samples and coding notes) . Of these, the assignments and projects I
hoped to be able to analyze with an eye to the learning taking place as a result of class
activities. Figure 3 below is a chart showing the type and number of each type of
assignment that I collected. Briefly, each type of data had different pedagogical purposes
(if assignment) or was set up to build confirmability within the data set. Examinations
were the benchmark MidYear and Final exam dictated by the district, essentially the
same exam given twice to measure progress on a fixed spectrum. I discuss this separately
in Chapter 5. Generally, in-class writings were short compositions responding to daily
vocabulary prompts and short videos. Typically, writing projects were longer
assignments, usually with some type of character description and “what would s/he do?”
prompt. Exercises that required “culture response” were prompts about complex cultural
topics in France which were to be compared to student home cultures. The digital story
was a final project in which students composed a script in French and images to flow
with the script describing themselves. There were also worksheets and vocabulary
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puzzles, which were to reinforce grammatical concepts and idiomatic vocabulary uses.
Students would be asked to practice orally first, and then work on these with a written
text to connect pronunciation with orthography. These puzzles and worksheets were
important because the margins of these simpler assignments were where I found the
hashtags that form an interesting portion of the analysis chapter.
Figure 3. Types of data collected in study (organized by participant)
Lucie
TYPE OF
DATA
Examinations
in-class writing
writing project
culture
response*
digital story
Worksheet
Puzzles
journal entries
Interview
Field Notes
Teacher
Journal entries

Karine

Phillip

2
4
2

2
4
2

2
4
2

TOTAL
6
12
6

1

1

1

3

1
8
0
6
1
**

1
8
2
8
1
**
***

1
8
2
7
1
**

3
24
4
21
3
40

***

20

***

*culture response questions are written in English, **field notes are not divided by
participant, ***teacher journal is not divided by participant
Since my research questions center around the ways that students learned and the
mediation they implemented to reach that knowledge, my sense was that at least some
evidence of mediation would appear in formal and project-based assessments.
In order to access the more personal side of language learning, I asked the class as
a whole to keep journals, responding to questions on a weekly basis that were targeted at
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personal language practices within their homes, and cultural events that they felt were
important. Since the majority of the students in the class had multiple languages and
cultures affecting their lives, these activities meshed well with my teaching goals
promoting self-reflection of language and culture.
I was also able to interview my focal participants once each. I had planned a
series of three interviews each, but school scheduling and the necessity of students taking
buses after school made timing difficult. None of the focal participants were involved in
extracurricular activities beyond school which meant that the buses at 2:20PM were
particularly important to them getting home. Meadowland is a sprawling city and most
of the high schools are in one commercial area, so the majority of students take buses
from residential zones that are not within walking distance of the schools. These
interviews were key to my analyses of Chapter 4 in that they allowed me to meaning
check with the participants, specifically about the journal entries which were not shared
in class, and about their personal thoughts on overarching themes of the course. I also
used informal talks with the participants, which are transcribed in field notes, to confirm
participant meaning-making as the semester progressed.
Additionally, I tracked my own pedagogical moves as the teacher of the class, in
order that my professional practice and rationale may become an element of the data. I
link aims of my course-planning to the student-driven data in an effort to understand the
differences between teacher intent and student performance result in the context of the
multilingual classroom. I also tracked my successes and failures with lessons and
personal responses to activities within the class. As a member in the community, my
own reflections can potentially shed light on meanings that are latent within the group
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(Emerson et al. 1995). Because ethnography includes the researcher, the researcher’s
participant self also contribute to the data set.
Data collection and field notes were facilitated by the class being in the final
block of the day. Because the block was ninety minutes long, a good portion of the class
time was spent in practical application of grammatical or linguistic concepts, and in
student production in the target language. As students worked on group projects,
individual assignments, and other course material, I would take jottings of their efforts
and reactions while working with them on their language skills. After class and the
school day were over, I took time to write out full field notes for the observations of the
day. As the class met every other day, I would sometimes have more field notes one
week than another.
I collected data and field notes throughout the 2013-14 school year, although the
majority of the data that will be analyzed in Chapter 4 comes from the Spring 2014
semester (January through June 2014). This is due to my own adjustment to a large class
and the creation of rapport with this group. While, as explained above, I had a place in
the school community, the teacher-student rapport that is key to both my success as an
instructor, and my truly being a member of the classroom community took the first
semester to create and foster. This slowness was compounded by the every-other-day
class schedule that Meadowland Prep instituted that year, which meant that depending on
the week, I would see the French class either twice or three times, on an alternating A
day/ B day schedule.
With the data collected, I was able to code for several concepts that I will explore
in Chapter 4 and 5, and the data noted in Figure 3 above represents the elements that
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contributed to those concept codes. This body of data has provided me with the ability
to, after analysis, confirm and disconfirm claims in the course of this study. In short, I
chose data that seemed connected to the themes that most consistently and accurately
represented the characteristics of the multilingual. This is a research decision that, while
arguably prejudicial to the outcomes, allowed me to focus, analyze, and write with clarity
on a topic that is ever-changing and very much contextually dependent.
Interview Protocols
As interviews became the most productive method of triangulation that I use later
in the data analysis portion of this study, I set forth here the rationales and questioning
protocols that I used in order to learn the participants’ language histories, feelings about
the topic and the study, and other information that could aid in my comprehension of
their skills as multilinguals.
First, as mentioned in this section, my goal in data collection was to obtain as
many data that could lead to an understanding of multilinguals’ skills in language
learning as I possibly could. The interviews were an important component of this
because they were structured as discussions with students. I set them for times when the
students were not pressed for attendance at any other event or class, and did not have a
bus to catch. Rather than create a specific list of questions to ask all participants and then
analyze the data in comparison, I chose to talk to each participant separately, with a
theme in mind, but only a couple specific questions that I would ask each student. It was
important to me to collect data in a more organic conversation rather than a rigidly
structured one, as this goes to allowing the participants to present themselves as freely
and authentically as an interview setting would allow.
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The common questions that I asked each participant were the following:
o Tell me your language story?
o How do you feel about taking language as a class?
o How do you see the language learning that you’re doing to be valuable or
not in your life?
Each of these was meant to elicit personal responses related to three areas that other data
had pointed to as important to the participants: personal storytelling, academic pursuits,
and utility of knowledge. From these values, in my analysis, I triangulate the perceptions
that the participants have about their own learning, self-visualization, and future
possibilities based in the constructs of investment, culture, and language.
From these three basic questions, my discussions with the participants went in
different directions, and I allowed them to do so, to preserve the conversational quality of
the interview that was most like the normal way I would interact with the students. As a
known entity to the participants, it was in my favor to create a discussion that did not feel
like interrogation, as I felt that this would lead to better data. The question about
language story will be treated specifically in Chapter 4 as it produced the most detailed
accounts from the participants. This is likely because the participants were discussing
people and events which were valuable to them, things that help them be who they are
and create their current personalities. In all cases, these stories helped explain the
students’ interest in new language learning.
Concerns in Ethnography
One of the major criticisms of ethnographic research is that it does not produce
generalizable data, to use a scientific term. However, the strength of ethnographic
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reserarch is not in generalizability but rather its ability to get at depth, meaning making,
and context. This means that while my study’s context is unique, I am able to work
deeply within it and access the intricacies of how meaning is created by participants in
this setting, what contributing factors complicate decisions and assumptions of
participant, and derive important knowledge that may inform future research in the field.
I do not expect the data or conclusions that come from this study to be replicable in
another community, another school in which the context may be different. The strength
of contextualization is that this study will become one snapshot of the multilingual
learner that will be added to other snapshots in a greater body of data and research. From
this larger scale of data, theory can be developed and programmatic decisions, based on
many stories, can be made.
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CHAPTER 4
DATA ANALYSIS
Introduction
In his work, Bakhtin (1981) notes that all utterances are the echoes of utterances
that have once before been created. This concept is known as polyvocality, and it
assumes that there is no true original utterance, meaning that all speech acts, and
therefore discourses, are evocative of words and discourses that have come before them.
In the course of the research for this paper, I have found that many of the funds of
knowledge exploited by the participants are polyvocal in nature, either actively or
implicitly making reference to utterances and performances that have influenced the
participant in one way or another and to which the participant seeks to make a
connection.
In this section, I set forth the data and findings of my research study. I have first
broken the data into themes that have arisen in my analysis. I treat each participant
separately, noting the unique elements of each focal participant’s association with the
language class, mediated learning, power, discursive moves, and the funds of knowledge
s/he employs. I then move to an analysis of common threads that arise amongst these. In
this analysis, I seek to answer my research questions in a manner that allows for as many
voices to be heard as possible within this text. Because my interest is in how funds of
knowledge, from any of the four sphere Moje (2008) identified – home, school, peer
group, and community- work within the language class, I apply both an analysis of funds
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of knowledge to the data and also an analysis of the discourse/Discourse that the data
references for the participant. The funds of knowledge that I will be addressing are
linked to my research questions: the use of home culture and languages to negotiate
French, the ability of the participant to self-visualize as a speaker of French, the types of
discursive practices taken on by the participant. In the end, I analyze which of these
seem to have aided (or hindered) the learning of French by these multilingual
participants. Something will be considered to have aided the student if it seemed to help
the student succeed at a communicative task, whereas hindrance will be determined by a
student being either unable to complete or unwilling to attempt a task.
Before I present the data, it is important to know that all three of the focal
participants showed positive progress on their benchmark exams in three out of the four
language skills: listening, reading and writing. On the speaking skill, one participant
showed progress and the other two stayed at roughly the same proficiency. The
benchmark consisted of four sections: a 10-question multiple choice listening segment,
where students heard either questions or short conversations and chose appropriate
answers or continuations; a 15 question reading comprehension section composed of four
passages and multiple choice answers based on them; an open ended speaking prompt
scored on a 1-4 proficiency scale (see appendix for rubric); and a writing sample in which
students were asked to describe as best they could, a day in their past. This benchmark
examination was a product of the Meadowland District, and was administered as required
by the school, three times during the 2013-14 school year: at the beginning, the midyear, and the final exam. This benchmark was exactly the same test each time, with
questions presented in the same order. None of the participants achieved a perfect score
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on any one skill, but rather each moved from a needs improvement level of achievement
to a proficient one as determined by the Meadowland district. The exam data that is most
significant to this study, as it was done during the data collection period, is from the midyear administration of the benchmark to the final exam.

Data analysis techniques
Discourse analysis
Like the ethnographic methodology of the same name critical discourse analysis
(CDA) focuses on the inequities in society, specifically on the tensions created between
groups that are founded on these inequities. For example, Parker-Webster (2001)
discusses the construction of identity that participants in her school-based study about
multicultural literature would make relative to texts. She examines two key elements of
critical discourse analysis: the roles that are taken by participants and the identity claims
that these members make by assuming these roles. She juxtaposes the first element with
the second to bring to light the assumptions and identity claims that the participant must
make in order to take on the role that s/he has chosen in the particular vignette described.
Critical discourse analysts vary in terms of how they take on the issues of power
and role identification when working with data. Often, this is because of a personal
orientation to a discourse. With the many social inequities present in society, CDA is
used as a tool by researchers who employ, for example, critical race theories, gender
theories, sociolinguistic theories, class theories. CDA is useful because its main concern
is the revealing of tensions, and the analysis of the power struggles that may underlie
them.
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Gee, across his work (Gee, 1990; 1991; 2008; 2011), describes discourse in this
way:
“The notion of “Big ‘D’ Discourse” (“Discourse” spelled with a capital “D”) is
meant to capture the ways in which people enact and recognize socially and
historically significant identities or “kinds of people” through well-integrated
combinations of language, actions, interactions, objects, tools, technologies,
beliefs, and values….. The notion of “Big ‘D’ Discourse” sets a larger context for
the analysis of “discourse” (with a little “d”), that is, the analysis of language in
use.” (2015)
His view of discourse is twofold and he labels it as such. The two levels of discourse are:
discourse with a “little d” which is represented by stretches of conversation, applications
of meaning, everyday talk, commentary etc. that is used to communicate; the second is
discourse with a “capital D” or the grand discourses of our time: identifications with
social groups, ideals, movements, cultural phenomena, etc (Gee 1990). When one is
identifying with a Discourse, one is playing a social role, or contributing to meaningful
action, or identifying with a socially meaningful group. One’s mode of expressing this
identification is via one’s discourse, one’s actions and words within the context of one’s
situation (Gee 1990). This holds true in both the actual world, and on more digital
planes, which have become increasingly popular as research locations (Gee 2011).
Interestingly, in the digital realm, Gee, in his study of the massive multiplayer roleplaying game World of Warcraft, notes that the identification of a participant is often
demonstrated in the physical form of the avatar chosen or in the negotiated attributes of
the avatar. He also notes the importance of what he terms passionate affinity spaces, or
online communities in which a person may interact with others who share the same
interests, hobbies, likes or dislikes. Below, in my analysis, I track the use of Twitterbased hashtags in non-media environments and how those operate to align a participant
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with both passionate affinity spaces and Discourse in the context of school-based
assignments.
Gee’s method to analyzing a text – please note that for my research purposes texts
are not confined to written pieces, but may also be visual data and conversations among
others – is dependent on what he calls the “five sub-systems of discourse” (Gee 1991).
These subsystems start at the level of the text and rise to the level of meaning. They are:
1) prosody of the text, 2) cohesion between and among the sentences of the text, 3)
discourse organization into higher units within the text, 4) the contextualization signals
that the previous three systems send to the hearer, and 5) the thematic organization of the
text. The five of these together, if teased out of a text, help the analyst to access the
positioning and identity claims of the participant that may not be overtly stated (Gee
1991). Additionally, the analyst will be able to, by foregrounding the identity claims of
the participant, infer the assumptions of the member that allow him/her to make the
identity claim.
The use of CDA to uncover social allegiances is not limited to the systems of
discourse that Gee uses, but has been expanded by others, such as Fairclough (1989;
1992; 2003) to include a level of dialogicality of a text. Fairclough describes this
Bakhtinian concept as evidence of a text speaking to or speaking within the context of a
larger discursive tradition (2003). A text may be considered to be functioning
dialogically if it borrows from an established discourse and adds to it, or appropriates this
discourse, via citation or in some other form, to make itself polyvocal. A member that is
employing dialogic strategies in his/her discourse may be doing so to socially position
him/herself or perhaps to bolster a position already taken (Fairclough 2003).
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As an example of CDA in action Ko (2013), conducted a study in an English as a
Foreign Language classroom. In this study, learners of English were presented with texts
that discussed traditional, conservative viewpoints about family and home life to examine
the way these learners’ discursive practices changed before and after instruction in
critical reading of texts. Attention was paid to the learners’ reactions to texts, reported
via reflective paragraphs and their ability to engage critically with the texts. Ko noted the
worldviews and assumptions that were implicit if a participant, for example, validated the
ideas set forth in a text. One of the texts presented to the participants was a discussion of
a fictitious “Mother’s Camp,” where women would be able to get away from the
pressures of caring for family and husband. Ko noted that of the participant pool (n=39)
only one reacted to the implicit stereotype of the mother as caretaker of all in the home,
questioning why it was still a common assumption that women would be automatically
responsible for this work. The discursive analysis carried out by Ko examined the
differences in assumptions presented by this one student whose egalitarian discourse was
so different from peers (2013). After explicit instruction in critical reading, a significant
portion of the class was able to engage with texts in this way, questioning the
conservative discourses presented. CDA in this case was both a tool used by the
researcher to analyze response data and an explicitly taught element of the research
design for the participant pool.
To link CDA to my own topics of interest, that of language learning,
multilingualism and education, an example seems to be in order. Canagarajah (2012)
uses CDA to analyze the talk of multilingual youth who code-switch and code-mesh
depending on their interlocutors. He analyzes the choice of words of Tamil-English
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speaking teens when speaking with an elder, and how they have transformed traditionally
vulgar terms into ones of endearment in what he describes as an act of appropriation and
identity creation. He goes on to describe how the syntactic elements of the youths’
dialogue are not limited by the language they use, and how hybrid Tamil-English
utterances seem to be the norm when these youths are among other multilinguals
(Canagarajah, 2012). The most important element of his analysis, however, is that he
does not stop with the simple, as Gee would say, “small d” type discourses, but connects
them to the larger issue of identity claim. These participants do not consider themselves
true speakers of Tamil, but rather Anglophones who use Tamil to communicate with
elders. They sense their loss of the language, but do not spend a great deal of time or
anxiety in the effort to recapture it. From this, Canagarajah is able to assert that language
alone does not seem to indicate identity for this population.
Content Analysis
Unlike the more formal and structured mode of critical discourse analysis, content
analysis allows a researcher to look at the words and works of a participant and analyze it
for its own sake. It is a more facial analysis, but one that is often quite revelatory of
important themes in the learning style and worldview of the participant. Because my
research questions have to do with the value-systems and knowledges expressed and
evinced by multilinguals, content analysis is a useful and important technique that I have
incorporated into the work below.
Themes
In the course of data analysis, four themes arose as salient points. These themes
are: a self-visualization as a speaker of French, naming as a path to power and
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negotiation in language learning, a concern for correctness, and the use of social media as
a discursive practice. In the pages below, I discuss each of these four themes, as related
to each participant, and the meanings that seem to arise for them relative to each theme.
Self-visualization as a speaker of French
Through the last twenty years, Norton (1995, 2000, 2010) has discussed the
importance of investment in language learning. By investment, Norton discusses the
creation of a link between the sociocultural context of the learner and the needs s/he has
to use the target language. She argues that the more pressing a need, or the more surely a
learner can visualize him/herself as a speaker of the language, the more productive s/he
will become in that language.
In this data set, each participant showed a different level of investment in
language learning, often subject to their own preconceived notions of what it means to be
a speaker of French. As I will illustrate below, the participants in my study had a dual
view of what it is to be a speaker, dividing this identity into the professional use of
language and the informal, daily, uses of language that they had already developed for
their home languages. Interestingly, there is a decided privilege given to professional
usage that seems to prevent the participants from valuing the social uses for language that
they have developed in their previous languages, and the power those uses have in
helping them work within the target language.
Lucie
Of the three focal participants, Lucie has the largest number of home languages
and therefore the widest range of daily uses of multiple languages. Lucie discusses her
language history in this way:
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“I would like to describe myself as someone who has
Basically
has been through a lot of trials throughout life
but I also have a very um
diverse um background
because most people don't have the same background as I do
I've been
um half of my mom's side is Puerto Rican
and half of my dad's side is Pakistani
so when people hear about my ethnicity they think that's really cool that it's been
mixed up a little bit because they don't usually hear about that
um pretty much I've been, I transferred from about three different schools as I grow up
I was born in (neighbor town) I grew up there most of my time
and then I transferred here when I was in 8th grade so I've been here for like 4 years now
it's been a long, long way
going through everything
Parents got divorced
just been up and down with family
and yeah I've been going through here coming out
just traveling I've been through a lot of different places and
I've been to Pakistan
I've been to the Dominican Republic
I've been to all kinds of places
I've been to Cape Cod
I'm a very good student when it comes to doing my work
that's pretty much
I have a pretty good relationship with all of my teachers as far as I've heard
I don't have any problems with any of them
I have a really good relationship with all of my teachers as long as I don't have any problems
with them
I have a good relationship with my parents.
(17 June 2014)”
Lucie has family in Pakistan as well as the United States, and while she does not consider
herself a speaker of Urdu or Spanish near to the level of her English, she counts herself as
a learner, and actively seeks to be more fluent, with the direct purpose of creating
connections with her family. These connections are especially important to her as her
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parents are divorced, so she does not regularly have contact with all members as she
imagines she would were the case different. When discussing French, Lucie has two
directions that she sees as essential for language learning: being able to speak with others
like she does in Urdu or Spanish, and also to be able to communicate professionally in
the field of professional photography, which she hopes to enter.
Lucie’s description of her career hopes are key to understanding this bifurcation
of self-visualization. She sees interpersonal communication through a lens of register,
privileging the professional over the personal. She explains: “…job opportunities will
accept you more if you have more of an expansion on your language.”(interview 17 June
2014) Lucie is a very focused, driven student, who sees school in an instrumental
fashion: as a means to obtaining skills that will aid her in reaching professional goals.
She makes a sharp distinction between personal use of language and professional.
Important to note is the manner in which she characterizes the professional use of
language: as a vehicle for positive connections that will allow her to travel the world.
She considers professional language use to be on a higher, more formal register than the
everyday, and expects that the relationships this type of language build to create
important connections that will help her become a successful worldwide photographer.
Lucie’s identification of two different types of language proficiency betrays two
interesting elements of self-visualization as a speaker of multiple languages. The
creation of the cadre of personal versus professional shows a distinct lack of value placed
on the personal and daily uses for which she uses Urdu or Spanish with family. Being an
everyday speaker for her is just that: everyday and therefore nothing consequential. It is
useful, but not something that will bring her to a better life, even as learning more of

76

those languages – a goal of hers – will bring her closer to family, especially those in
Pakistan. Contrary to this, when Lucie discusses professional language use, she stresses
how important it is for her to deepen and “” her many languages in a way that will allow
her to travel the world unencumbered. What is curious about her discussion of
professional languages is that she makes a list of languages that she seeks to work with
professionally: English, French, Italian, Spanish. She does not mention one of her
heritage languages, Urdu, while choosing to add one – Italian- which she has yet to study
at all. This speaks to a value system that has been perhaps set in place for her, privileging
languages of perceived power and cachet in her community.
Lucie has a strong professional desire to speak French, and mentions in her
journals that she practices pronunciation in the evenings so that she can become more
fluent and thereby be more marketable. Her purposes for language are clearly
professional, but are also clearly aligned with leaving the United States. This begs the
question of whether urban multilinguals envision themselves as perhaps not belonging
due to their multilingualism. Due to her professional desires, Lucie is able to envision
herself as a future speaker of French, which is evident in her work, where her best
production were projects aligned with real-world situations. The more creative projects
were far more troubling to Lucie, whose focus did not seem to allow her to envision
herself as a speaker considering lighter matters.
Karine
Like Lucie, Karine makes the distinction between personal and professional uses
of language, although in a more nuanced manner. Karine discusses her language history
in the following way:
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“well I was originally born here in state
um (pause) But then when I was
3 years old I moved to Puerto Rico
and um I spend most of my childhood there
so um I was around 11 years old
so I forgot all my English
so I had used to talk to people in Spanish so
and then after that I still knew a little bit of
English
because in Puerto Rico they give an English
class
so I knew (pause) I still knew a little bit
and then I moved
I moved to Florida
and as I took
and being in an English environment
I started speaking it again
and and from there
I have both of my languages in me”
(10 June 2014)
Karine envisions herself first as a speaker of English, in which she also feels confident as
a writer and future professional. Unlike either of the other participants, Karine has been
educated in her two languages: English and Spanish. To an outsider, this would seem to
imply that the linguistic agency she feels with English might transfer to her Spanish
identity. However, this is not the case. Karine feels that she’s an “ok, everyday speaker”
of Spanish and can definitely participate in community activities, but does not believe her
Spanish is at a level that would allow her to use it professionally, even though she
acknowledges that her written proficiency in French does come in a large part from the
transfers she is able to make between Spanish and French.
Even as Karine denies herself being a professional user of Spanish, she,
contrarily, does see French as an option in her professional future: “French will
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help…my benefit in the future because [I want] to be able to talk to people.” (Journal 2.1)
While her current, primary purpose for learning French is travel – she is mildly obsessed
with the Eiffel Tower and iconic France : “..it’s such a beautiful thing.. that they’ve got
there” (Interview 17 June 2014) – she thinks that someday, she could learn French in a
way that could help her professionally. She has not yet selected a career path, and,
similarly, is not wedded to the idea of herself as a monolingual professional with private
multilingualism, but rather speaks of the future as something of open character that she
can fill as she experiences new things.
Karine fully envisions herself as an everyday, communicative, interactional user
of all of her languages, inclusive of French. She desires to maintain this level of
language because it allows her to participate in the parts of culture and community that
are most important to her at this time: food, friends, holidays, social gatherings. She has
a strong visualization of a future self who travels at this linguistic register; this future self
also has the possibility, as yet unrealized, of developing into a more formal, workoriented self, but that element is hindered by her youth and lack of professional direction
at this time.
Philip
Unlike the female participants, Philip’s self-visualization as a multilingual on any
level is troubled. Philip is a heritage Spanish speaker who, through his own admission,
actively chooses not to speak it.
“home
mostly it's Spanish because
my mom and my dad are Spanish
they're from Puerto Rico and stuff
I speak Spanish but not that much
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So when my mom talks to me sometimes,
I don't understand what she's saying to me
(laugh)
I only read like simple words
I'm not very good at Spanish”
(12 June 2014)
Philip uses English exclusively in school to the point that he experiences a level of ethnic
denial from his peers. The rhetoric of as a Puerto Rican you ought to speak or at least
understand Spanish is strong in the Meadowland Prep community, and while he is visibly
embarrassed by this classification, does not seek to change the opinions of his peers, nor
does he argue with their assessment of him. Philip does not see Spanish as a language
that will bring him professional status, nor does he see it as particularly useful for social
interactions. He is distancing himself from a community to which he would otherwise
belong, as do Karine and even Lucie.
Interestingly, Philip’s choice to study French was made because of his weakness
in Spanish: “I’m not very good at Spanish, so I wanted to pick another one, close to it, so
French.” (FN 3.2) He knew he had a language requirement, and while Meadowland offers
Chinese and Spanish as well as French, he chose French because: a) Chinese required
learning a new system of notation, which seemed too difficult; b) Spanish would be
difficult and his peers would expect him to be a better speaker than he was; c) French was
similar enough to Spanish that his little knowledge could benefit him, but different
enough that no expectations would be made of him. Essentially, Philip’s study of French
is the product of following the path of least perceived resistance.
The impact of this choice is that Philip’s self-visualization as a speaker of French
is very weak: he completes all assignments and participates in class, but his work is
achieved for a grade, and does not seem to correlate with future plans. He acknowledges
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that French may help him travel in the future, which he would enjoy, but uncertainty
reigns supreme for him: like Karine, Philip has not made any type of decision about
career or possible courses of study for his future. Where for Karine, this meant a
strengthening of the possible future self as a francophone, for Philip it seems to be null.
He is motivated to complete the course and excel, but the skill which he is learning is not
one he envisions himself using, which is understandable considering his active avoidance
of a language that he has daily opportunities to practice.
Naming as a path to power and negotiation in language learning
The multilinguals in this study all placed a heavy emphasis and value on the
selection of names, both on a personal level as they related to family and in a schoolrelated one as it related to their projects. Below, I explore the significance of naming as
it unfolded for each of the focal participants. I argue that this use of nomenclature is
significant not only of family cultural values but also indicative of a desire by the student
to place his/her stamp upon an activity as s/he worked on it. This personalization seems
to become a point of negotiation for the participant, and is a potential exemplar of
language-learning investment in action. Each participant interacts with naming in a
different way, yet there are striking similarities in the value systems they place around
names that suggest naming to be an important center of negotiation.
Lucie
Naming is important for Lucie and is embedded in her family through religion,
language, and social customs. She tells the story of her name in one of her in-class
journals:
“My name came from the idea that [my name] in the Bible was the older
sister of Moses and my dad wanted my name to start with “M” [like] Moses. My
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younger brother is named Moises so my name and his name fit the situation
perfectly. Otherwise my name would have been Genesis. My name is MiddleEastern as well” (journal1.4)
Lucie talks about her family and the importance of her father’s language and culture to
her life. Both she and her brother were named for biblical characters, and she identifies
their names as such, but notes that biblical people are all Middle-Eastern, like her family,
and so it is natural for them to be so named. She also points to the importance of the
letter “M,” which begins her name, her brother’s name and her father’s name. This was
an intentional move on the part of her parents, because, as she notes, her name would
have been Genesis, indicative of her place as the firstborn. Being the oldest is important
to her culture, and requires a “powerful” (Journal 1.4) name, so she explains that her
parents’ choice was crucially important.
This traditional choice of names, grounded in religion and custom, seems to be
typical for Lucie, as when given assignments where she could create names for characters
and personae in her own work, she chose very run-of-the-mill names, with few overt
cultural overtones, or rather, very mainstream White-culture names, like “John, Mary,
Tom, Jane.” For Lucie, the act of receiving her name and the cultural value of family
involvement in naming did not seem to carry over to school-based assignments. This
being said, the quality of her writing, unlike that of the other participants, did not vary
when creativity was introduced. She produced simple, grammatical, comprehensible
statements describing characters regardless of her ability to name them.
Karine
Karine’s naming experience, like Lucie’s, is heavily tied to family and symbolic
associations with letters. She tells her naming story in a very matter-of-fact way:
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“My name came from a novel my grandma was reading,.. my middle name was
originally supposed to be Xenielle but my mom said I’m her last kid so instead of
having an “X” she put a “Z” because my brother’s first name starts with an “A”
and that’s the first letter of the alphabet and my middle name is with a “Z” the last
letter of the alphabet that’s just going to be it.” (journal 2.4)
Interestingly, when asked about her name, Karine barely mentions her first name, the one
that is used most in her life, and jumps directly to the middle name that I discovered upon
later inquiry, she feels “defines” her more as a person. Like with Lucie, the choice of
letters that begin names is important to Karine’s family. She has a brother, the eldest,
whose name begins with “A,” and, she explained at another time, who is named for an
uncle who had passed away. Thus her brother’s name carried a double-weight of
importance. Karine does not feel trumped by this, however, as her middle name she finds
to be exotic, lovely, and unique, since the change from an “X” to a “Z” created a new
name. Having the “Z” as emblematic of her place as the final child lends its own
importance to her name, a name she would practice signing with a flourish in the liminal
spaces of her daily work.
Following the importance she attaches to her own name, Karine places a heavy
value on naming in class assignments. Different from Lucie, Karine’s work showed
marked improvement in elaboration and detail when she was able to create the names and
personalities of the characters in class activities. In one project assignment, she was
planning a dinner party and needed to invite guests. Among those on her invitation list
were her three friends from French class, her teacher (me), Mr. Ed – the talking horse
from Nickelodeon, Jared Padalecki and Jensen Ackles-- the two actors who play Sam and
Dean Winchester, the main characters of her favorite television program Supernatural.
She selected food items and created a fusion menu, which she called “French-a-Rican.”
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This meal consisted of pernil, wine, Fanta, fruit tarts, rice, mushrooms, and flan.
Karine’s awareness of her own culture, personal likes and dislikes, and the requirements
of the class are all evident in this rather entertaining guest list and menu. She is making
strong appeals to social Discourses in the stereotypes of what people eat who are of a
particular culture, the semi-private discourse of the French classroom, and also to the
more personal fan discourse of her favorite television shows.
In choosing names evocative of both people she personally knew and characters
from her entertainment interests, Karine has taken naming to the level of a discursive
practice, linking her personal life to a vast network of fandom to which she has more than
a passing interest. This crossing of lines from the personal to media to social is a window
to the negotiation that Karine is undertaking between her identity as a multilingual youth
and the person who she aspires to be, perhaps one who hobnobs with the famous, or, on a
different level entirely, creates fan-driven situations based on her interests. In any case,
her French production showed a distinct increase in detail – a movement from simple
sentences to those with quotes and descriptions – when using her personal interests as a
catalyst was validated as a classroom tool. Below I will discuss in more detail the
significance of social media as a point of negotiation in language learning, especially for
Karine.
Philip
Unlike the female participants, Philip’s naming story is much shorter, and he does
not seem to place much weight on it. Philip’s name story entry in his journal said only
the following: “I got my name from my dad and his dad’s name is Philip too.” (Journal
3.4) Philip does not assign any important value to having a family name, nor do the
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letters that compose it mean anything significant to him like they do to both of the female
participants. Rather, Philip’s name seems almost incidental, his explanation occupying
one line in his journal, where Karine and Lucie each took a paragraph of careful
explanation to discuss the origins of their names.
Somewhat similar to Karine, Philip chose to highlight his middle name in class,
although he did this without identifying it as such. About half-way through the school
year, he stopped using his first name on class documents. He started signing all of his
papers with “Louis,” without explanation or warning. As the instructor, I was quite
confused, as there was no last name on these worksheets. He had moved from being a
dual-named student to a single-name, similar in style to famous singers who promote
themselves through the use of only a first name. In my mind, I imagined that this was
perhaps an attempt to create a French in-class identity and a marker of negotiation. Not
so, however, when he claimed the sheets, and I asked, he explained that his first name
was “too regular; everyone is named that. Louis is different.” (FN 1/19) Philip is the only
one of the focal participants to be concerned with standing out. Interestingly, the middle
name that he chose, feeling it was so “different,” is a name that is extremely common in
French households, so even as he sought difference through an active in-class name shift,
his chosen name, while less common for his own cultural background-- Louis spelled
with an “o” is uncommon in Spanish-speaking families – was a name very common to the
culture about which he was learning.
Even as he ignored his given name and created his own French-class identity,
Philip’s choices in naming were a constant window to his interests in class material.
Philip’s in-class work was always completed, and done with accuracy, however his

85

opinion of a task or some component of it led to a distinct change in his engagement with
the work. On high-interest assignments, he would often write in the margins of the
papers he submitted, sometimes with hashtags (to be discussed below in the section
Social media as a discursive practice) and other times with the names of his favorite
singers and actors. At one point, I had given the students each a Disney character villain
in the form of a Wanted Poster and the role of the students was to write a narrative of
how this villain had earned Most Wanted status using the information on the poster.
Philip liked the activity itself, but objected to being assigned a villain rather than
choosing one himself. His preference, incidentally, was to write about Mojo Jojo, the
genetically mutated monkey villain from the Powerpuff Girls cartoon. His assigned
character was Jafar from Aladdin. This expression of personal interest does not come
into play for Karine and Lucie, who simply did as expected. Philip, on the other hand,
preferred tasks that he could tailor to his liking. His writing about Jafar was devoid of
embellishment, a sign that his interest and personal investment were not present beyond
rote task completion. For Philip, a lack of explicit naming was more indicative of his
investment and language negotiation than its inclusion.

Concern for correctness
A third theme that arose in the data produced by this study was the participants’
focus and concern on the correctness of their production in the target language, which
they associated closely with its professional implications. There are a few possible
reasons for this, which will be noted below as I show the data. Urban students spend the
largest portion of their academic experience preparing for and taking standardized tests.
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In order to reach desired results – and avoid the professional repercussions that often
accompany failure – teachers focus on a very strict definition of what writing,
communication, to wit, valuable skills are. Generally, written work must fall into a
formal register of English to meet these criteria, one which is not cognizant of the
interlanguage students use as they learn and adapt to new vocabulary and phraseology.
This interlanguage is an important step in the learning and negotiation of new vocabulary
in one’s primary academic language, but is essential in the acquisition of a new one.
Multilinguals especially come to the language class already having learned that their nonEnglish language has little value academically and thus cannot contribute to the learning
process of another. This is patently false I will argue that the world language teacher
may need to introduce a validating system for the language(s) of the student in order to
promote the usage of all of his/her linguistic tools.
The professional usage dilemma encountered by this study’s multilinguals comes
perhaps from the study of French itself. French as a language is exponentially smaller in
terms of actual words present in the language – about 50,000 to English’s 500,000 – and
does not have the pleomorphic character of English where the language will simply
absorb and validate usage of a new, borrowed word, or a new usage for an alreadyspoken word without much more authority than an abundance of usage by a population.
What this means for learners of French is that they must recognize variances in
pronunciation and orthography that seem miniscule but which change the sense of a word
completely. French teachers stress this in the classroom as a matter of importance
because it cannot be avoided. For multilinguals, it reinforces the doctrine of correctness
that has already been established by the major subject areas in their school. Each of the
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participants in this study struggles with this seeming need for correctness in preparation
for authentic professional usage of French.
Lucie
For Lucie, school has only one purpose: to prepare her for a career and give her
the skills that she may need in order to be successful in that career. Lucie’s journals
present a young woman who is career-focused before all things: the words “job” and
“future” come up in four of the six entries, making an appearance in the “Why study
French,” “how do you feel about language requirements,” “what sort of communication
do you want to be able to do,” “what did you like about this (role-playing) assignment.”
She uses these two words repeatedly, often contextualized with “I want..” It appears that
Lucie’s understanding of language-learning is very tied to economic success, as her
repeated reference to working-world discourse consistently shows. Within one of her
journals also, Lucie highlights the importance of gifts and specifically “MONEY”
(Journal 1.6) which she writes in all capital letters. Even when discussing family events
and holidays, the search for monetary success is not far from Lucie’s conscious thoughts.
In-class creative tasks were common in Level II French. Lucie’s work, while
consistently correct, showed little variance in tense or vocabulary usage. Her linguistic
risk-taking was minimal, perhaps due to her desire for complete correctness. Her
sentences mirrored the models she was given, so, for example when given the phrase
“(clothing item) me va bien” this clothing item looks good on me, and its permutations
she would use the strict phrase in all of her responses, regardless of plurality. Here is a
sentence that she constructed with the above prompt: “mon jean noir me va bien. Mon
chaussures noir me va bien. (Artifact 17 Jan)” In this sentence, jean noir is singular and
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is followed by the correct form of the verb to give the meaning she desired. However,
when the subject was changed to a plural, chaussures, she did not recognize the need to
change either the modifier mon to mes or the verb va to vont to agree with the plurality of
the new noun. This particular grammatical error was one that she, once notified of, made
a point to practice, and was able to correct by the time that she took the final benchmark.
This example was one that was highly structured in nature, with samples given and
guidelines to follow.
For Lucie, the more creative the project, the more likely she was to be nervous
about an assignment. If no strict models were given for writing, her quality of work was
lower than if she had something specific to follow. Finding a model in the text or
provided handouts helped her to a degree, but she had a difficult time by herself
identifying expressions that fit particular situations. When this situation occurred, she
resorted to a translating website.
As the instructor, I was aware of this because her writing, while usually good,
took on a level of idiom to which she had not been exposed. Her class spent most of the
year learning present tense as they had not mastered it in the year before. On one creative
assignment, Lucie was asked to narrate a shopping trip she had taken, and the paragraph
she handed in was written entirely in the French preterit, a tense which she had not
learned yet: “Je suis allé[e] faire les courses pour la nourriture. J’ai acheté les légumes et
la viande pour le dîner.” I went grocery shopping for food. I bought vegetables and meat
for dinner. (Artifact 15, partial quote) The writing itself was facially correct, because
simple sentences translate quite well on online translators. When asked about this, Lucie
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replied that she “wanted to say it right” and did not have the words she needed, so she
input her sentences one at a time into Google Translate.
This overwhelming desire of Lucie’s to be right and do the correct thing stems
from a school-based fund of knowledge (Moje et al. 2004). Before entering secondary
school, Lucie has learned that there is always a right answer, a truth which is reinforced
by the consistent standardized testing undertaken by her school, district, and state.
Creative work to her is difficult, and unsettling. For Lucie, the tool of the online
translator helps her achieve the rightness she desires, but the use of this tool, does not
bring her to new knowledge or abilities. Vygotsky (1978) would argue that the use of a
tool helps the student get to a level of knowledge that she could not reach before or
without that tool. However, in the case of internet-based translating systems, the tool
does not require engagement by the learner in a way that promotes learning. It is
additionally at a level often too high for the student to make adequate use of it. Results
are instantaneous, and therefore unmemorable. So, while its usage allowed Lucie to
attain a certain level of correctness in writing, it did not have a lasting effect on her
communicative capacity, as she could not replicate similar structures without the aid of
the translator.
Karine
Like for Lucie, the pursuit of correctness was important to Karine in her study of
French. Karine envisions herself as a multilingual and sees value in learning languages
due to the access it gives her for future travel and employment.
“ I know both my languages [Spanish and English]. I’m not professional in either
but I know enough to get by. Plus last year I learned a little French and this year
I’m trying to make my French better which last year I kind of slacked off but I’m
trying to learn… for a job in the future.” (Journal 2.1)
90

She levels the languages that she speaks and learns in a way showing their instrumental
values to her: she talks about the everyday proficiency she possesses in Spanish, as she
can communicate with family and friends, but does not see Spanish helping her
professionally because it is a personal language that she has not spent much time studying
in a school setting; she considers her English level to be working towards the
professional, as it has been her primary language of education and is one that she has a
level of confidence that she is using in a validated, socially acceptable format. Her
interests in learning French focused more on being able to travel to France, with the
words Eiffel Tower figuring into fully half of her journal entries. She values language in
an instrumental way, and understands that her Spanish does facilitate the study of French,
so while she can speak Spanish fluently, her ability to “get by” with French in a real-life
scenario.
In my discussions with Karine, I discover that she spends much of her time
bridging spaces in her life. Since she spent a portion of her youth speaking uniquely
Spanish, and then another speaking exclusively English, and she now finds herself in a
linguistic space where she uses both, her comfort with these languages is a point of
constant negotiation. Although she speaks primarily Spanish at home and English at
school, she does not see herself as bilingual. To Karine, bilingual is a positive term, but
one that implies professionalism, a characteristic that she does not feel that she possesses
in either language. She describes herself as “maybe an every-day…” speaker of Spanish,
who does not “like to read Spanish” (Interview 6/17) even though she can. She is proud
of her heritage as a Puerto Rican, and makes a point of discussing that being able to speak
Spanish is an element of being Puerto Rican. One’s level of Spanish is not so important
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as one’s ability to work within the language. She views English as the language that will
get her a job, Spanish as the language that will connect her to her family, and French as a
language that will help her to travel. As she explains this function for each language, the
word “Eiffel Tower” once again appears. It seems that she has essentialized all that there
is of French culture into this one stereotypical image. A last comment of Karine’s is
interesting in light of her lack of identification as bilingual. She has the goal of becoming
trilingual, at least on the “everyday” level with which she is comfortable. She does not
see herself as a professional who speaks other languages, but rather a woman who uses
the words she has to discourse with those that she encounters. However, the fact that she
has made these distinctions is an important data point in this study of multilinguals.
Philip
Unlike his female peers, Philip did not have a strong view of language as related
to professional aspirations. As mentioned above, Philip actively avoids using the Spanish
of his family even when interacting with them, and seems focused on creating identity in
English and English alone. Philip’s use for languages other than English is strikingly
limited for a heritage speaker. He remarks that his family has spoken Spanish at home
since his grandmother taught his mother and her siblings. “…so I grew up learning
Spanish and would talk Spanish here and there.” (Journal 3.1) In the context of his
family, he does not give a lot of strength to the Spanish language as a linking force. He
started to learn English when he started school, and over time, became better at English
than Spanish to the point that “when my mom, aunts and grandma talk to me [in Spanish]
I don’t really know what there (sic) saying.” (Journal 3.1) He does not express any type
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of emotion but rather treats his loss of Spanish as a matter-of-fact, one which he does not
seek to ameliorate.
When it comes to learning a language in school, Philip’s discourse turns to
“work” “make more money” and “good for college résumé.” His journal on this topic is
short, and seems rehearsed, like he has been told this before:
“Studying French in school is a great requirement because its (sic) good to learn another
language and plus learning another language is great on a college resumé. Getting a job
and being able to speak many language would mean more money.” (Journal 3.2)
Where Karine and Lucie mentioned how a language could benefit them in their futures,
Philip has more of an abstract rather than functional idea that the language does help.
This is evident by his lack of concern for the loss of his heritage language.
These two details being noted, he works on technical perfection in his French.
His answers are consistently correct, and follow models exactly. He makes few errors in
simple tasks, and those that he does, he records correct answers when review is done. He
takes few chances with his sentence-construction work format-wise, although he works to
have his written expression reflect his personal likes and dislikes, to the point that he
searches out vocabulary and descriptive phrases to add to his writing. Important to note
here is that, unlike Lucie, he does not use Google Translate to create phrases, but rather
as a word-to-word dictionary, taking the vocabulary that he finds and placing it in the
structures he is learning in class. In this way, Philip shows a deep concern for correct
usage, following the structures that the language class sets, while not necessarily valuing
its study or seeing any future with the language as both Lucie and Karine do.

93

Social media as a discursive practice
One surprising theme that arose in the data was the inclusion by most of the
participants of elements of their social media lives in a distinctly non-media setting. The
use of social media seems an intrinsic element of language and cultural negotiation for
these multilinguals, which may also be attributed to their generation’s dynamic. Social
media tropes, like hash-tags, use of Google Translate, and other applications have
become discursive practices for the participants, in a way that allows a researcher to read
both social connections from outside the class to social connections in the classroom
context being made by the participant. As visible in the data below, each of the
participants had relationships that were fostered by and flourished through social media,
which subsequently became apparent through various channels in their school work, the
most obvious of which being the inclusion of Twitter hashtags in the liminal spaces of
assignments. These practices point to the use of social media as an element of
negotiation and perhaps a Vygotskyian tool for learning in a way that places personally
valued material, like countdowns and favorite television programs in juxtaposition with
new information that has the possibility to become important to the participant.
Lucie
Of the three focal participants, Lucie used references to social media the least, but
rather used applications to negotiate language learning and use in both her academic and
personal life. Chief among these were Google Translate and Skype.
Above I discussed Google Translate and its instrumental uses for Lucie. While
this is important in her focus on correctness, it is a far more important evidence of
technology as a discursive practice. Lucie uses Google Translate as a mediator between
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her current knowledge of French and the knowledge that she hopes to attain in the course
of her study. Noted above is the imperfect level to which this hope realizes itself, but
nonetheless, it is a sign of Lucie’s awareness of multilingual technologies that may have
helped her in the past as she negotiated her other languages.
Important to understand about Lucie is her ultimate purpose for language
learning: connection with others. Relationships and their maintenance is important to
her. For example, she discusses relationships with her teachers: “I have good
relationships with my teachers, because it’s good to connect with others.” (Interview
6/17/14) Within this portion of the interview, the word connect comes up twelve times in
the discussion of her views on relationships. Her interest in maintaining good
relationships with her teachers seems to be based on a genuine interest in maintaining
connections with people who are already where she wants to be: in a profession.
Family is also a driving force behind Lucie’s interest in languages. She wants to
“make my language as diverse as my father’s” and “speak multicultural languages.” She
then tells a story of how she learned to ride a camel while in Pakistan, and because she
did not know her father’s language, could not effectively explain her nervousness or
difficulty with the camel. Her stories are highly associative: she describes each of the
people she interacts with and why they are important before she mentions the action she
wishes to describe. She continues to emphasize interacting with others and connection
between people and how in order for her to do that, she needs as many languages as
possible. Her experiences with her father’s family are heightened by her ability to talk to
them via Skype, which she reports trying to do as much as she can, although learning her
father’s language – Urdu- has been started and delayed several times:
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“My dad is teaching me his language now.. but when I was in third grade, there was not
many other kids that were uh native to my dad’s culture and there were some students
that were in my old school that spoke my dad’s language but they really didn’t speak
fluent um.. English. So that actually did help me speak when I was speaking fluently but
after a while, after I got off-road with my dad’s language, I pretty much was able to speak
fluently to other students that didn’t speak English..
But then… we took a trail off and everything went off-road so I wasn’t able to learn
about how his language was; but as I got older he’s been teaching me his language so that
I can connect with his family. I do webcam with his family so I can talk to them and I
have two cousins over there [in Pakistan] ” (Interview 6/17/14)
Of the participants, Lucie is the only one to discuss virtual interaction with speakers of
one of her languages in a way that makes her desire to attain greater proficiency in those
languages. For Lucie, media and technology are tools to negotiation of languages.
Karine
For Karine, the use of social media as a discursive practice was evident in nearly
everything that she submitted. Her work was constantly incorporating characters and
locations from her favorite television programs. Many of the writings that Karine did
were of high quality, as long as they were tasks that she could mold the characters or
situation to names or people who were relevant to her. In another project assignment, she
was planning a dinner party and needed to invite guests. Among those on her invitation
list were her three friends from French class, her teacher (me), Mr. Ed – the talking horse
from Nickelodeon, Jared Padalecki and Jensen Ackles-- the two actors who play Sam and
Dean Winchester, the main characters of her favorite television program Supernatural.
She selected food items and created a fusion menu, which she called “French-a-Rican.”
This meal consisted of pernil, wine, Fanta, fruit tarts, rice, mushrooms, and flan.
Karine’s awareness of her own culture, personal likes and dislikes, and the requirements
of the class are all evident in this rather entertaining guest list and menu. She is making
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strong connections to social Discourses in which she participates through the stereotypes
of what people eat who are of a particular culture, the semi-private discourse of the
French classroom, and also to the more personal fan discourse of her favorite television
shows. These incorporations of media culture show Karine’s attempt to blend her
personal culture with that of the target language culture in a way that both worked for her
as a negotiation point, and also took control of the assignment, transmuting it to her own
ends.
Unlike Lucie, Karine kept language journals that went beyond the scope of any
asked question. In the liminal spaces of her journal entries, on the cover, and some
otherwise blank pages within the journal, Karine has included hashtags, similar to those
used on the social media platform Twitter. These hashtags are all proper names and are
all related. They are either: her own names, the names of her favorite characters from the
television program Supernatural: “#Castiel, #Sam, #Dean, #Crowley” (Journal 2), and
the word #Supernatural itself. Hashtags themselves are discursive elements, meant to
link the conversation of the speaker to larger discussions, threads, and eventually, grand
Discourses (Scott, 2015). So the question for this researcher becomes one of the
following: “to what discourse is Karine connecting herself via these (non-functional as it
were) hashtags?” and “to what funds of knowledge do these hashtags allude?”
First I will address that Karine’s favorite show is also one that at the time of the research,
I was following also, so some of this hashtagging may be a result of creating a discourse
within the classroom that included me. Supernatural is a show about two brothers who
have a relationship with the occult world in that they travel around the United States in a
classic sports car hunting demons, monsters, ghosts and the like, in short, a variety of bad
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guys who are trying to kill or steal the souls of the average human who does not believe
they even exist. This is essentially a program that is a 2000’s reboot of The X-Files but
with a vigilante flair. Also important, especially to Karine, is that the brothers, Sam and
Dean, are played by rather attractive actors and give off the “bad boys with good hearts”
persona that is eternally popular with teenage girls.
Additionally, the fanfiction community around Supernatural is quite extensive
and while Karine does not take part in it through writing, she does follow it via social
media, specifically Twitter, which has replaced Facebook as the social media venue of
choice for teens. Karine’s hashtags align her with the fan community around
Supernatural, a community that I argue is more an example of Gee’s larger Discourse for
those within it than a small community-level discourse. This community, bounded only
by the spread of the Internet, interacts with the program’s writers, who are known to take
fanfiction pieces and incorporate them into episodes, which validates the community
further. I noted this in a field note: “for a girl like Karine, this is close to interacting with
the characters who she views as heroic and selfless, embodying the ideal male” (FN
3/22). For Karine, hashtags seem to be another media element that she is using
discursively to reach her personal learning ends. She seems to be using the hashtag as a
point of negotiation, in a liminal space between her language class and her personal
interests, in which she can connect the varied elements of her sociolinguistic personality.
Philip
Of the three participants, Philip’s discursive use of social media was the most
striking. As the participant who deviated least from required assignments, completing
each type of text with care and precision, this departure from rule-abiding was

98

instructive. Nearly every class artifact, journal, worksheet, essay, or otherwise had some
type of hashtag attached to it. Some seemed related to the course material, others most
certainly not, yet all created juxtaposition between out-of-school interests and in-school
material. All showed the private interests of Philip in close, perhaps mediating proximity
to target information.
Near to the December holidays, each assignment came in with a hashtag counting
down to both Christmas and the new episodes of his favorite television program, an MTV
show called Teen Wolf. This show, like Karine’s favorite, Supernatural, follows
characters through encounters with fantastic and mythic creatures, but is geared to a
younger, teenage audience. Philip used this story and its actors’ names as well as
character names in nearly all of his constructed-response assignments; he also discussed
the show in class to the point that his favorite program was common knowledge. An
example of Philip’s hashtags: On a word-search done just before school let out for the
holiday were the following:
“#7DaysUntilChristmas
#19DaysUntilTeenWolf
#LoseMyMind” (worksheet 27)
Included on this sheet is a link to his Twitter handle, which for privacy’s sake I do not
include here, as it is still in active use. Also noted at the top is “Complete!” There is no
name at all on the worksheet, perhaps assuming that I would be able to tell its owner by
the Teen Wolf reference. Of the three hashtags above, the third, #LoseMyMind is the
only one not indicative of a television show. I asked Philip about this one, and he told me
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that it described his state of mind: there were too many days to wait for both good things
that were coming, and that his impatience was causing him anxiety (FN 12/18).
Subsequent hashtags continued the countdowns and pulled in two other programs:
Ravenswood and Pretty Little Liars. These however did not have capitalization or other
words. They were also not repeated in any of the texts collected in the data set, while
Teen Wolf mentions appeared frequently. Interesting about these is that with the
exception of the word search mentioned above hashtags appeared only in the margins of
constructed response papers and in the journal entries. Worksheets with defined answerboxes/lines were clean of any personal additions by Philip, starkly contrasting more
interpretive assignments where his creativity was required. These creative pieces seemed
to require some kind of hashtag for Philip to consider it complete.
Other hashtags point to actors, actresses and singers that Philip enjoys. Ariana
Grande, Cody Simpson, Jennifer Lawrence and Tyler Posey, two singers and the stars of
The Hunger Games movies and Teen Wolf appear in large text also on his work. Philip
often would pull out his cell phone to look at new picture uploads by these famous teens.
“I need to retweet this” was a common comment of his. His interest in these four teen
stars was unabashedly superficial: “they’re beautiful people. I like to retweet beautiful
people.” (FN 3/12) In his own personal style, Philip emulated these stars: he wore his
hair in an upward swoosh, reminiscent of Elvis Presley, but more rounded and less shiny.
He wore often a button-down shirt and a blue coordinating bowtie, tucking this shirt in to
belted khakis. His shoes would match his pants. Looking sloppy was very much
anathema to Philip, and on a day where his hair was not properly “swooshed,” his friends
in the class, notably Karine, would comment on it, noting that he must be having a bad
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day. His interest in his own family and culture is not as notable as that of social media
and outlets in which he can interact with other fans. For Philip, the hashtag seems to be
an essential discursive practice that helped him mediate both new and treasured
information in a way that was meaningful to him, and to anyone who interacted with his
work.
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CHAPTER 5

DISCUSSION

Naming and funds of knowledge
Of the data points that the three participants have in common, all have to do with
naming. In this section, I will discuss the data above with an eye to the theme of naming
and the giving of names and how these practices are both a) indicative of the funds of
knowledge possessed and utilized by the focal participants in language learning, and b)
indicative of the cultural knowledge that aids in investment in language learning activities
in the French classroom.
The most interesting assignment relevant to naming was the family picture
assignment. I gave the students the photo in Figure 5.1 (this image is of Philip’s copy)
and asked them to describe what each of the people in the family was wearing and
whether they were fashionable or not. In order to differentiate their sentences as they
wrote, I suggested that they label the people with either numbers or names. None of the
focal participants chose numbers, but rather personalized their pages with names. Lucie
also colored the picture to add depth to her descriptions.
I purposely chose a picture that included different ages and apparent ethnic
groups, knowing that my students had different standards of dress for different
backgrounds, as it was a matter of conversation on a day-to-day basis.
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Figure 4. Philip’s labeled picture.

Below, in Figure 5.2, I have charted the names assigned by each of the three focal
participants to each character in the picture. Philip’s names come first, and in the
columns next to them are Karine’s and Lucie’s equivalents for the same people. In the
first column, I have numbered the characters, and those numbers I will use as reference
from here.

103

Figure 5. Names assigned by participants to characters in picture.
#

Philip’s name

Karine’s name

Lucie’s name

1

Marcus

Real N**

Luis

2

Sara

Goody Tocho

Susy

3

Punk Rock John

Punk

John

4

Paul

Proud Dad

David

5

Sally

Proud Mom

Lucy

6

Bob

Pops

Tom

7

Madea

Grams

Joanne

8

Billy

Harry Potter

Junior

At first glance, we notice that Karine has assigned role-based names to each of the
clipart characters. Philip does this once, and Lucie not at all. What is interesting in this
assemblage of names is that each of the participants has used to some extent his/her
cultural knowledge about the appearance of the characters to name them; Karine extends
this to her sentences where she makes comments about the personalities she thinks they
have as a result. Lucie and Philip focus on the assignment parameters and do not offer
judgments of the pictured characters. Karine for example has labeled Character #2 as
“Goody Tocho,” which she pronounced as “Goody Two-Shoes” calling to a social image
of the girl who follows the rules, and doesn’t get in trouble. Neither Philip nor Lucie add
qualities to Character #2 via her name, choosing fairly common ones.
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Character #1, whose hand is holding the arm of Character #2, however, gets an
interesting cross-section of names: Marcus by Philip; Luis by Lucie, who also colors his
hair in black, with a straight-line across the forehead; and Real Nig by Karine. Each of
these names reflects an attribution of race to the picture, and is indicative of the
worldview of the participant. Philip chose “Marcus” which he sees as a common name
for African Americans, since Character #1 appears to be darker skinned. Karine chose
similarly, although her name of “Real Nig” implies also a certain personality type. She
explained her name of Character #1 who has a neat clothing style, and obviously has
some relationship with Character #2. She sees the relationship as positive and the
characters seem posed to her “like a prom picture” (FN 3/24). Different from Karine and
Philip, Lucie sees Character #1 as Latino, naming him “Luis” and using the Spanish
spelling of the name. The way she colors in his hair is evocative of the line-up (a
straight-line shaved along the forehead and sideburns) done by barbers in Latino
neighborhoods.
The three participants’ characterization of Character #1 betrays the following
cultural fund of knowledge: identification of people. Both Philip and Karine are lightskinned, and they chose names for Character #1 that placed him outside of their cultural
community, giving him a more African American name whereas Lucie, who is also of
Latino descent but is dark-skinned, gives Character #1 a name that includes him in her
community. This inclusion hearkens back to Lucie’s statements about attempting to
make connections in her life. She practices that belief here, naming a character in a way
that connects him to her own cultural community.
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Character #3 also receives interesting names that slightly overlap among the
participants: John, Punk, and Punk Rock John. Character #3 is the only one in the image
who has a printed sweatshirt, wears headphones and holds some type of MP3 player in
his hand. He has a slightly jagged hairstyle evocative of punk music or perhaps anime
cartoons. In choosing “John” as part of the name, both Philip and Lucie give a very
bland name to a character who could be anyone. The moniker “Punk” which both Karine
and Philip use to describe Character #3 shows a disconnection with the character. They
are othering him. At least for Philip, he probably does not look right in the sense of
fashion and hairstyle.
Of the characters who remain, two are interesting in that they received somewhat
evocative names from at least two of the participants. Character #7, an older, apparently
light-skinned woman with a cane, stands at the opposite end of the picture from Character
#1. The names assigned to her are: Joanne, Grams, and Madea. Lucie once again chose
an everyman sort of name, with little cultural information other than it being a typical
White name. She also colors Character #7 in clashing purple, pink, and red. Karine,
giving a role to Character #7, calls her “Grams,” creating a relationship between
Characters #7 and #8. Karine has noted the apparent white streak in the hair that may
betray age in Character #7 and has used that to identify her. She also in her writing
describes “Grams” as “vieux et beau” old and good-looking (Worksheet 13). Philip
names her “Madea.” This is interesting because the Madea character of movies and
television is an older African American woman who also carries a cane but wears glasses.
Philip has bookended the picture with names evocative of African American families,
and has given more classically White (and arguably race-blind) names to those in the
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center. Each participant has a different image of “old woman” which they have used
here.
The final character of interest in this picture is the little boy in the forefront,
Character #8. Karine names him Harry Potter, directly linking his schoolboy hairstyle
and glasses with the very popular wizard boy of J.K. Rowling. She also describes him as
“sportif et intelligent. Il a des lunettes/athletic and smart. He has glasses” (Worksheet
13) Philip calls him Billy, the only diminutive or nickname he uses, allowing for
Character #8’s apparent age to be reflected in his name. Lucie names him Junior, and
labels him across his shirt, as though Character #8 is wearing his name as part of his
persona. Each participant chose a different way to show Character #8 as youthful, either
through a diminutive like Junior or Billy, or aligning Character #8 with a character who is
enshrined as a child-wizard of great power.

Hashtags and Discourse
With two of the three focal participants, the use of hashtags as a means to identify
social media based funds of knowledge and to align self with discourses is a prominent
data point. Gee (2010) sees technology and media outlets as a type of Discourse that is
quite prevalent in the progressively more tech-savvy world. Certainly, Karine and Philip
utilized hashtags liberally in the liminal spaces of all types of their language-classroom
production, with the most prevalent locations of these Discursive markers appearing in
more personal entries of their journals and on free-writing assignments where their
opinions and perceptions were necessary. For Philip, there were no written artifacts that
did not include at least one hashtag, bespeaking an almost instrumental use of the hashtag
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for personal language expression. Karine did not use them as liberally as Philip, rather
including hashtags on her journal entries and on particular writing assignments, usually
ones in which she was asked to include the names of friends who would do a given
activity with her or with whom she might share an experience.
It is clear that teens in the age of social media are conversant with the overt,
highly visible use of hashtags to align their ideas, productions, and public personae with
the lower level discourses of fandom, narrative via television shows, music via the names
of recording artists and beauty via the names of models. These discourses so hashtagged
are a powerful force for the participants, and seem almost necessary for the student to
consider a task complete.
One curious element of the hashtag is the attempt that it seems to make to connect
the reader to the student, even though these academically used hashtags have no mediadriven connection and so thus do not link the participants’ discourse to the conversations
that they would otherwise signal if employed on a social media site. This begs the
question: for whose benefit does the hashtag appear? As there are only two people who
interact with the classroom texts, there are only two possible answers: the language
learner and the instructor.
If the learner herself is the beneficiary of the hashtag, what sort of benefit does it
confer? I propose that the hashtag is a type of mediating device, a tool in the
Vygotskyian sense, but with the added element of linkage between the known world of
the student – the world which includes social media – and the unknown world of the
target language. By using the hashtag, the student creates a link to a known and
comfortable, perhaps creative, discourse that allows her to attach her thoughts and
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feelings to an otherwise unimportant text in a world language class. The hashtag thus is a
power-giving tool that allows the learner to bring more of her out-of-class funds of
knowledge into the classroom.
If the target of the hashtag is the instructor, then there is an even more compelling
link between it and the text created, because this text is now imbued with more personal
interests of the learner that the instructor may then perceive and perhaps be able to
transform to a learning moment. If I assume that the hashtags my students used were
aimed at me, the instructor, then I could safely assume that the participants were
interested in opening a window for me to their interests and the discourses to which they
most carefully aligned themselves. These hashtags create a fuller picture of the
participant’s personal world, one which, while multilingual, seems to be more rooted in
the speech of technology than in the multiculturality that otherwise might characterize
their interactions with the target language.
Investment
In 1995 and again in 2010, Norton introduced and explained the concept of
investment in language learning. Investment is the desire to learn a language brought
about in a learner through several factors. Some of these factors include:
necessity of the language in personal or professional life, an interest in learning the
language, the communicative benefit to be achieved from the learning of the language
(this may be social or economic), and the overall impact that the language has on the
learner’s immediate life. In this study, the target language of French carried varying
levels of these factors for each of the participants. For Philip, learning the target
language is essentially a game, one that perhaps could enrich his social media tags and
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prepare him for travel in the future, but nothing for which he has any fully-developed
plans. Philip’s bilingual family situation helps him with certain parts of the learning of
French, but since he shuns Spanish in his personal and academic life, its influence on his
learning of French is minimal. His interest in languages that are not English is minimal,
as they do not impact the activities that are most important to him: chief among these is
the employ of social media.
Karine’s investment in learning French is more apparent. She desires to travel
and can envision herself as a speaker, albeit on a conversational rather than professional
or formal level, of three languages. She sees French as a gateway language that will allow
her to travel and perhaps live in a francophone country. French for her is a language that
can be woven into her daily life as another element of her identity and she does not see
this as intrusive or out-of-place for her personally. While she does use social media as
much as Philip, her purposes for it are as much driven by a need to receive feedback from
her peers as to simply express what she finds interesting, beautiful, or powerful. She
mentions in her interview that she uses words from “the languages that [she knows]”
(Interview 6/19) in her tweets to make her writing stand out from the rest. She hashtags
uniquely in English, because there is a higher chance of connection to a larger chain of
similar discourses, which is important to her.
Of the three focal participants, Lucie has the most functional investment in the
learning of new languages. She speaks of language learning in terms of connection with
others. These others can be family, peers, instructors, nearly anyone. Lucie’s
background is rich in language and cultural practices that are not mainstream American.
Her purposes with social media and technology are again focused on connection and
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communication. She has a large family that lives outside the United States and is
interested in being able to communicate with them in Urdu. She sees French as a
language that can help her learn other languages and applies herself to learning it for that
purpose. She recognizes that French is an international language that has power in the
world and seeks to be on the inside of its sphere of influence. She is the only participant
who does not use any social media conventions in her school work. Interestingly, her
connection to and discussion of family culture and her other languages is a more
prevalent element in her language learning toolkit than it is for the other participants. She
has well-defined language goals and focuses her academics on attaining proficiency for a
professional as well as social level of learning.
So What?
Above I’ve discussed the three themes that seem to arise most clearly from the
data analysis that I completed. These are salient points that give important insight to one
context of multilingual learners in an urban setting. However, the purpose of this paper is
not to just address salient points, but to put those points in conversation with the current
research. Below, I will discuss the place that my research findings have within the theory
that I presented earlier in this paper. Through this discussion, I will present answers to
my research questions suggested by my data.
Who is the multilingual learner?
Through this study, it is clear that the multilingual learner inhabits a spectrum:
from the learner who has a clear language goal, perhaps influenced by the language(s) of
his/her home culture(s) to the learner who sees potential for language use and is actively
creating a new-language selves through the process of dialogic negotiation (Bakhtin,
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1981, Gutierrez et al., 2008) to the learner who understands the value of language, does
the work to learn it, but does not have a clear vision of him/herself as a speaker in any
definite role. This multilingual learner may have active home languages that s/he speaks
daily or makes an effort to speak in contexts where s/he may, like Lucie, who practices
Urdu with her father and cousins, and Karine who uses Spanish at home. Both of these
participants were interested in remaining close to the linguistic communities that raised
them and see language as one way to that end. Philip, on the other hand, actively avoids
his heritage language in practice, and yet uses the knowledge he has to help him succeed
in French class. The identity nullification that Kramsch (2009) and Valdes (2005)
mention in their work does not seem to worry Philip. He has found another community
in which he thrives, and at this time, does not seek closeness to the Latino culture through
language.
Mediated language learning
Clear through my findings is that multilingual learners use the tools they have at
their disposal to help themselves learn. While not a sanctioned in-school tool, Lucie’s
use of Google Translate to help her create grammatical sentences aided in her
comprehension of French syntax.
The most striking tool used by the participants was definitely their response to
image-driven prompts. All three focal participants produced good-quality French
sentences when writing about the family picture discussed earlier in this chapter. Having
a visual that they could manipulate and create a mini-world around gave these
participants a way to envision themselves as speakers of French, describing people as one
might in a subway station.
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This naming and ownership of texts is also visible in the hashtagging that Philip
and Karine practiced on their creative assignments. Hashtags are meant to be noticed,
and link one’s words to a greater discussion (Scott, 2015). Philip and Karine, although
their hashtags were in English, were setting French and English text in juxtaposition with
one another, creating a multilingual space within their classwork. So as Philip described
the style of Tyler Posey in French, he also was hashtagging where Tyler Posey was a
relative superstar: the Teen Wolf universe. These multilingual spaces, while extant on
paper still, formed at their moment of creation, a point of negotiation between the
classroom language community, and the larger, social media community of Teen Wolf.
For Philip, this may represent a Third Space, and any assignment like this one, where he
was able to discuss his own passions, helped him produce better quality, more varied
French phrases and expressions. His classwork became a point of negotiation of the new
language in context with the passions of his most dominant language (Gutierrez, 2008).
Passionate affinity spaces and funds of knowledge
Moje et al. (2004) mentions four areas from which a person could derive funds of
knowledge: home, community, peer group, school. By funds of knowledge, I mean the
skills, values, associations that one creates that inform the way one learns. In my
findings, I note above how important digital culture is to at least two of the focal
participants. The use of hashtags, for example, is so ingrained and important to their
everyday existence that they hashtag places where a hashtag serves no purpose: their
French homework. There is no way to click that link, to see the greater conversation that
is happening linked by those words. However, the very fact that the hashtags were
present on classroom artifacts leads to an insight of its own: these multilinguals are
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seeking to place their French work in conversation with the communities in which they
participate outside of school. Gee (2011) would probably call these hashtags a means of
creating and maintaining a passionate affinity space, in Karine’s case for Supernatural,
her favorite television program, and in Philip’s, Teen Wolf. They are creating links
between the fictitious worlds of the fandom to which they ascribe and their actual lived
experience of learning language. This desire to link the two worlds speaks to a creation
of a self who uses the new language in concert with appreciation of the passionate
affinity.
The above is a possible answer to my first research question: how does the
multilingual learner use his/her funds of knowledge to negotiate the world language
classroom? This answer is that the multilingual learner, participating in passionate
affinity spaces as do two of the focal participants of this study, place their passions in
juxtaposition with the new content they are learning, to claim and create a new part of
their language selves through the incorporation of the selves that they already know and
manage. Even Lucie, whose social media based affinities remained undisclosed in this
study, had funds of knowledge which included a great deal of travel and language use,
which she brought to the language classroom and incorporated into her work.
Lucie, unlike Karine and Philip, who chose much more overt expression of their
funds of knowledge, kept her focus on the language aspect of the class. Rather than
focusing on the creation of a link between her personal culture and school, Lucie placed
her attention on learning French so that she could use it as she did Urdu and Spanish, in
conversation with people she knew, and barring that, with herself. In her interview, she
made note that she recited her French lessons at home, to help her practice in case she
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would need it. Lucie’s major concern that appears in all of the levels of data collected, is
creating and maintaining connections with people, so while she did not overtly use her
several languages in the French class, her aims were to be able to talk and discuss her
world in French the same way she could in English, Spanish, and Urdu. She had personal
experiences of language barriers between her and family members and knowing that she
could use Skype to talk to her family if she could speak Urdu, she set about learning it
from her father.
From the findings most salient to Lucie, I have the beginnings of an answer to my
second research question: How does the multilingual learner use the languages s/he
already possesses to further his/her learning of the target language? The answer to this
is a little more circuitous than the answer to my first question, but basically, Lucie has a
deep investment in learning languages. She, like the participants in Norton’s (1995)
study, has an immediate need to learn languages that will help her life be more complete.
French is not one of Lucie’s familial languages, yet she takes on the learning of it with
the same mentality, assuming that, like with all of the other languages in her life, she will
eventually have someone with whom she may converse and wants to be ready. So while
day-to-day language comparisons were not something that Lucie seemed to be making,
her investment to learn the language flowed from her language background.
Third space
Let me first mention in this section that I do not believe that Third Spaces can be
planned. A true Third Space is a negotiation point that is often personal to an individual
as s/he negotiates new knowledge that interacts in some manner with knowledge already
possessed by that individual. However, one’s culture is a knowledge that one carries with
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one wherever one goes. It is indivisible from a person. What this means is that in a
language class, with multilinguals as students, it is likely that there will be new language
information placed in dialogic relationship with already-possessed language information.
Additionally, languages do not exist in a vacuum of culture, so the chances that a
learner’s culture will at some point interact with the target culture in a language class are
very high, especially if the teacher is culturally competent and allowed to plan
programming based on the students s/he teaches. One cannot guarantee Third Space
negotiation will happen, but I believe that there are ways to promote its possibility.
Third Spaces help give an answer to my final research question: How does the
multilingual learner use his/her home culture to access and negotiate the target
language? My findings in this study show that my participants used whatever cultural
information they could to access the language of French. I provided them with common
American media examples, like the Disney Villain narratives to give them a familiar
starting point, and they could take that wherever they pleased, as long as their product
was in French. I found that products for this, and other interpretive assignments, tended
to be those that exhibited the most effort, and the best quality writing. While I remain
unsure as to whether a genuine Third Space was activated for my participants, their work
suggests that they were able to negotiate their home culture in relation to the French
assignment and create a French product that incorporated a concept they had heretofore
not negotiated in their new language.
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CHAPTER 6
IMPLICATIONS
In this study, I have explored the multilingual student and her funds of
knowledge, and how those caches of information manifest themselves in her learning of a
world language in a classroom setting. What I have discovered is that dependent on the
learner’s level of connection with her home languages, these funds reflect a surer
connection with discourses of mainstream (read as American English) social media,
television, and music than with their home cultures and languages, which may operate
more as useful lexical tools rather than points of linguistic negotiation. The funds of
knowledge that have coalesced from the data in this study show that multilinguals are
constantly evolving language users, whose crafting of discursive practices varies
dependent on setting. These multilinguals have resources in multiple languages, but
create purposes for each language that may not overlap with others. Social media usage
and internet applications seem to be areas in which the multilingual learner is tentative to
deploy his/her skills to the fullest capacity, as the data show little evidence of interaction
by the participants with social media conventions and any of their non-english languages,
inclusive of the subsequent one being taught in the setting.
Also, this study expands the working theory on funds of knowledge by including
a resource that seems to be negatively impacting the learner. In this study, I noted that
participants had difficulty expressing themselves in French for fear of incorrectly
creating a phrase or request. Multilinguals in this study seemed preoccupied with being
sure that what they were saying was said in the way it was supposed to be said, as though
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language is fixed, and that there is but one way to express oneself. This may be the result
of the very structured, standardized-test imbued, school regulatory system brought on by
the No Child Left Behind era, or it could be a peculiarity of multilingual learners, who
have experience with precision in multiple codes.
While the hoped-for results of this study are vastly different from what the data
show, there are some important implications uncovered by this study that may impact
both theory and practice in the field of language teaching and learning. Below, I outline
the funds of knowledge that multilinguals in this study have demonstrated, and discuss
their value to both practitioners and theoreticians.

Multilingual learners can….
In this section, I present implications of the above study with an eye to
educational practitioners who need insight to the multilingual learner’s skills in order to
better teach this population, as well as considering the contribution that this study makes
to the theoretical field and directions to which my work may encourage further study.
The skills of this learner fall into four areas, explained below: visualization of self as the
speaker of new languages; naming as a tool for power and negotiation in a language
classroom; social media as a discursive practice; and, finally, a concern for correctness in
expression.
Visualize themselves as speakers of new languages
There are two ways this skill appears in the learners in this study: first, as an
interest in the register of language that is used, and secondly in the developed uses that
these learners already have for each of their languages. I will treat each of these skill
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manifestations in this subsection. The first, that of an interest in register, appears often
when students are attempting to assess a communicative skill. The concern with the level
of language that they employ, to use the participants’ characterization, of either
professional or everyday language manifests itself in the assignment of a value system to
different types of language usage. The language of day-to-day speech is not seen as
difficult, and the participants were confident about their learning abilities and skills in
this oral level of communication. The language of the professional, more formal world,
however, was viewed as a much more difficult, and therefore less accessible to them.
Lucie and Karine both see languages as useful to their lives. As noted in Chapter
4, each has a specific use for English as their language of academic production. They
know that learning and perfecting formal English will aid them in future careers and
social encounters. Both visualize themselves as professional speakers and users of
English in a way that they feel enabled to seek out employment with a confidence that
their language skills will not hold them back.
The home languages of both Karine and Lucie are viewed differently. Both
participants see Spanish, and in Lucie’s case Urdu also, as a means of communication
and social operation that is useful, but not necessarily something that could help them
professionally. Interestingly, even though barriers to understanding and belonging in a
community do not exist for them in their home languages, they view these languages as
less valuable because they do not see the professional applications their proficiencies
could foster. They could also be choosing to keep these languages as more interpersonal
codes, thereby allowing themselves a laxity in expression that less formal communication
permits, but that of a professional register may restrict. Purpose for a language seems to
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be primary for these learners in determining the visualizations that they create for
themselves within each of them.
With regard to the target language of this study, French, the purpose, and thus, the
self-visualizations of the learners varied: chief among Karine’s goals, for example, was
to be able to travel, enjoy, and participate in francophone culture on a social and informal
level. As a result, her strengths and stated goals for the course of study were to learn
everyday communicative competencies that could help her create a base from which to
progress in these goals. Lucie, on the other hand, wanted French to help her travel and
work professionally, as her goals include becoming an international photographer. Her
stated goals for the learning of French were to be able to travel in her profession and
interact with people in many countries. She is aware of the strength of knowing global
languages, and has worked to strengthen her home languages in order to complement
these efforts. Her study of French is a conscious choice aimed at being able to work in a
francophone region with ease and create the connections that will make her successful.
Since French for all participants was a chosen language, the possible inclusion of
it in the discussion of professional endeavors may exist because as an academic language,
the assumption of being able to work with it in the manner that they work with their
English may be latent. Home languages for these learners were not choices, but more
necessities created by their home communities, with English being present as the
language of the mainstream scholastic culture. Whether the classroom elective language
takes on the characteristic usages of a home language or an academic language for the
learner may depend on both the learner’s language goals and perhaps even more on the
instructor’s construction of the language course. If an instructor were to present French,
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for example, as a language of professional growth and opportunity, and teach it with the
aims of bringing students particular academic and professional skills, then students like
Lucie and perhaps even Karine, may well be able to expand their visualizations of a
language beyond the everyday into the more financially lucrative sphere.
Corollary, but essential to the understanding of the multilingual’s skill for selfvisualization is that urban multilinguals often have developed social uses for languages
that are necessitated by their home/school/community contexts, therefore the pedagogical
imperative for an instructor is based not on creating social use, but rather developing
channels already extant through the inclusion of a new language. Urban multilinguals
specifically, often speak home languages that do not carry prestige in American society
and thus internalize that there are times and places in and during which their home
languages are more accepted while the majority of time when they are outside of
immediate family or community, English is the language that holds opportunity. Due to
this, they have already, before entering a language class, developed a hierarchy of uses
and situations for use that one language may have relative to another.
In this study, each of the participants has specific uses that they have assigned to
the languages in their lives. I have charted them below:
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Figure 6. Participant languages and uses for them.
Participant

Language

Use

Lucie

English
Spanish

Professional/ school
Family, possible
professional use

Urdu

Family communication

French

Professional aspirations

English

Professional/school

Spanish

Family, everyday

French

Travel, social aspirations

English

Professional, priority

Spanish

Family, but avoided

French

School requirement

Karine

Philip

Each of the participants, as can be seen in this chart, has a specific use for each of the
languages in his/her repertoire, with the notable exception of French for Philip, whose
language purposes in general are much weaker than those of his female counterparts.
The significance for the educator of the obviously developed hierarchies of uses
that each multilingual participant has created for him/herself is powerful. An educator,
knowing that these uses exist, may be able to channel the multilingual student’s learning
to help him/her place the new language into an already-created communicative channel in
the learner’s life. For example, if an educator knows that a student sees one of his
languages as good for speaking and travel but not academic uses, and this educator’s
language goal for a class was to promote everyday speaking proficiency, then the
educator could create equivalencies in usage with that language and the target language
in such a way as to help the learner equate the purposes of the two.
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A theoretician could look at this chart and see another set of implications: that
there is a hierarchy of languages to which each multilingual participant seems to ascribe.
The researcher could take this data and expand it, perhaps asking the questions: what
social constructs lead multilinguals to create such hierarchies and purposes for
language? How may these hierarchies be expressions of power? How may they become
tools of negotiation for subsequent language learning? In this research study, questions
about how the multilingual learner visualizes him/herself as a speaker and the purposes to
which that visualization may be put crystallize clearly. These questions bear answering,
and further studies could unpack some very important insights to the multilingual
investment process.
Use Naming as a strategy for negotiation and language learning
Urban multilinguals in this context placed an important value on naming, both as
it related to families, with their own names, and when asked to work with images in the
classroom setting: the application of names or creation of characters produced ownership
of the assignment in a way that produced higher-quality language than simple InitiationResponse-Evaluation tasks. For the participants in this study, names were important
markers of both identity and value within that identity. Naming for these students is not
random: each had a specific story about his/her name and how it related both to their
families and to their larger communities. It would follow that when given the task to
name and create characters in a context, that these students would weigh heavily the task
before them, and choose names with meaning, rather than generic or common monikers.
These learners chose names for characters in class activities that reflected this value
system built on naming.
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An interesting effect of the privileged status of naming among the multilinguals in
this study was that names tended to be foci for language negotiation. A character given a
name that reflected something important or identity-based to the student tended to be one
whose description was richer, or whose activities were more fully developed in writing.
This is arguably a manifestation of greater investment on the part of the student to both
language learning, and the creation of a target-language character through which
language negotiation could come to pass.
The educator is in a powerful position with knowledge of this trait in multilingual
learners. S/he could help build target language investment through projects that require
creative naming techniques, and then ask the learners to explain both the project as a
whole and the executive naming decisions that the student made in the process. For a
student, the explanation of process is a tool that may help both deepen knowledge of the
subject matter and create a stronger investment in learning, and also utilize the target
language for authentic, process-oriented explanation, an important skill when considering
the type of interactions that most learners need to master in order to adapt to a new
language situation.
For a researcher, this insight to the power of naming could spur further inquiry
into the semiotics involved in meaning creation for a multilingual as s/he acquires
subsequent languages. Discourse analysts may want to delve deeper into the reasons for
which names and creative application of names seem to be salient for multilinguals like
the participants in this study. The findings here add to the research in that they note that
multilinguals may consider words more heavily than monolingual learners, perhaps due
to knowledge that there are many codes at their disposal to create meaning.
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Practice social media as a discursive activity
Urban multilinguals take the practice of social media to another level of language
negotiation in the way they place uniquely media-centric terminology and symbols, like
hashtags, in juxtaposition with target language production. As discussed above, the
hashtags in this study appeared in liminal spaces – the margins, inside pictures, on the
reverse of sheets -- of the work of the participants, creating links, as hashtags are
intended to do, between something new and, to the participant, innovative, and the more
comfortable, self-identifying elements present in their social media based lives. These
hashtags, almost exclusively written in English, the overwhelming language of American
Twitter, brought the multilinguals’ social media culture into conversation with the
classroom texts and language, and also the home language and culture that the students
were using the target language to explicate or showcase.
The discursive activity as a link to personal identification and media culture by
the multilingual student is also interesting in its content. In this study, much of the
hashtagging and media references are related directly to what Gee (2011) would call
passionate affinity spaces. For the participants, these spaces included popular television
series like Teen Wolf and Supernatural. These hashtags often took the form of names of
characters favored by the students, names which sometimes they transferred to characters
within their own target language writing (see above for discussion of Naming and its
importance to multilingual language negotiation). Other hashtags were the names of
singers and models who the participants identified as beautiful people, physical role
models of sorts, who were to be emulated in some fashion for being perhaps transcendent
– at least to a teenager – in some important social manner.
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One of the more unexpected hashtags used by one participant in this study was the
inclusion of hashtag countdowns in the margins of language class materials. These
countdowns had nothing to do with academics, nor with language, but once again, linked
to passionate affinity spaces: the commencement of a new season of a favored television
program, approach of an important family holiday, the release of a new album by a
favored artist. What each of these countdowns has in common is a link between the
multilingual and his/her personal interests, placed in juxtaposition and sometimes
incorporated within academic interests. It is clear that the multilingual desires to place
his/her multiple identities in conversation with one another, in a location of high visibility
to one, in this case the teacher, who is an outsider to many of these identities.
For an educational practitioner, knowledge of the importance of social media use
and the resultant inclusions of hashtags and names within target language texts can open
a window to the personal value systems or passionate affinity spaces of the student. This
knowledge can be incorporated into lessons, or used as a way to help a student invest in
the target language by giving the practitioner an avenue to the interests of the student.
Secondary students in particular enjoy expressing themselves as they learn and negotiate
their own social identities, and giving them the target language as an avenue to that
expression – without penalizing for seemingly random liminal texts – can be a method to
deepening investment and knowledge within it.
For a researcher, the field of hashtag semiotics is still fairly new and developing.
This study shows that there is a definite need for research into the meanings that
secondary students are creating both for themselves and for others through the use of
hashtags that are both interactive in social media, and also less intuitive, scrawled on the
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edges of schoolwork. The data showing that in this study all hashtags were composed
uniquely in English is also a direction that needs exploration. These participants were all
multilingual, and active within their non-english languages, yet only created hashtags in
English. Vibrant social media, obviously, exists in hundreds of languages outside of
English, even in the arguably monolingual United States, yet the participants in this study
did not avail themselves of these languages in the discursive practice of hashtagging.
This bears further probing, in perhaps a larger community with a larger number of focal
participants.
Be stalled by a desire for correctness
In the context of this study, nearly all of the findings I have set forth are positive
skills. There is, however, from this data set one vivid example of a hurdle faced by the
multilingual student in a world language class: the belief that correctness is essential in
language usage. There are a few possible causes of this, chiefly surrounding academia
and the privileging of formal English versus everyday vernacular. This preconceived
notion that students carry from the core curriculum to the language class causes students
to be hesitant about making attempts and using coping strategies like code-switching with
language class material. For the multilingual, proficiency, the key level of learning to
which they must aspire, effectively means language usage at a professional or formal
level. The participants in that study did not consider the shorter sentences that they
created or the conversational pieces that they constructed to be real uses of the language,
but rather more of a game, one that did not necessarily translate to real-word skills.
Multilinguals will allow themselves to be stalled by this desire to be correct, and
in this study took short-cuts that they thought would help them become better at the
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language, or at least to produce more authentic versions of the language. The most
prevalent of these shortcuts was the use of Google Translate to create sentences. They
trusted the application more readily than their notes or their own skills. This turn to
technology as a guidepost for correctness seems fairly prevalent in both the multilingual
set and the generation that is currently in school – there is a belief that the Internet knows
everything and can be the arbiter of the correct. The multilinguals in this study regardless
of any attempt on the part of the instructor to validate attempts to new writing as learning
and practice, used Google Translate as a method to bridge the perceived gap between
their current level of language proficiency and the type of language that they hoped to
use. Knowing as they do the different levels of communication, and of the validation of
that communication by members of the language communities to which they already
belong, multilinguals are seeking to skip a step in their language learning in order to get
to what they view as the preferred level of language.
For the practitioner, this characteristic of the multilingual learner can be
problematic if not taken into consideration as resultant of an already-learned coping
strategy brought on by the student’s multilingualism. A practitioner could publicly
acknowledge both the existence and possible utility of Google Translate and other such
apps, but validate its use in only certain circumstances, which allows the learner to utilize
both the technology to get to perceived correctness, but also gives times where the learner
must take on wholly the task of language practice and the potential errors in usage that
stem therefrom.
For a researcher, the use of Google Translate could be a project that may further
theory in the areas of what constitutes language learning. Google Translate is a tool,
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which may well be practical in the Vygotskyan sense, as a step to get one from where one
is to that point just beyond where one can reach unassisted, but it may also be functioning
as a crutch that does not lead to any important retention once an immediate answer is
reached. There is an alarming trend in educational research where students, due to the
easy availability of knowledge based on the Internet, are able to ask a question, select the
first online answer available, and then accept that as fact without further questioning.
This goes perhaps to the field of teaching critically, and a researcher in the field of
critical education, specifically that of critical literacies, could design a project that
explores the ways that tools like Google Translate are a) viewed by learners; b) utilized
by learners; c) positively correlated with language retention.
Implications for Theorizing
Language learning theory is deeply influenced by the polyvocality discussed by
Bakhtin, the usage of tools explained by Vygotsky, and the combination of these
concepts in contemporary Third Space theory, like that done by Gutierrez and her
colleagues. The results of this study reinforce that these influences are active and valid
still in the world language classroom. However, they might need to be extended into the
sphere of technology-based learning. Since secondary school language learners do not
actually exist in the tech-free vacuum that schools attempt to create, it would seem
natural that researchers move into the work of discovering just how social media
applications like Twitter have an impact on classroom culture and the learning that takes
place within it. There is certainly a positive correlation between the use of social media
and the possibility of extending that usage into a second or third language. I would argue
that multilingual students, like Lucie in the above study, already use interactive media to
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practice within their home languages. A step further in this direction, the research of
what uses social media are actually put to by multilingual students, seems a natural
progression of this. Research expanding the concept of social media as a mediating tool
for language learning and interaction seems to be still understudied in this field. Perhaps
also, research into how the usage of social media and web applications could be exercises
of power by both the students and also the educational practitioner could be important
directions. The field of language learning theory needs this type of information to better
inform teaching practice and prepare future teachers for students who are progressively
more and more tightly connected with their virtual communities, perhaps at the expense
of their physical ones.
In this study, one of the major concerns was to see where theory applied to
practice, and how the multilingual learner’s skills, abilities, and difficulties influenced
these theoretic underpinnings. Above, I have discussed the skills associated with this
study’s participants, and what I discovered is that multilinguals, having had language
learning experiences, tended to move more quickly to a) create links between their home
languages and cultures and the target language; b) look for shortcuts between their
current level of the new language and their desired level. These two academic
movements show how very important Third Space negotiation is for a learner of multiple
languages: s/he is a personality who has already been affected and formed by multiple
languacultures and is continuing to be shaped and is also shaping others through his/her
interactions in the new language.
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Implications for Practice
One of the most salient findings in this study comes from the unique timing of it.
As mentioned in earlier sections, the French class setting was complicated by the entire
course of French study being eliminated from curriculum at Meadowland Prep. Thus,
students in the course had no formal, school-based options for furthering any learning
that they would attain in the classroom. This situation placed learners in a unique
position of agency: if they were to continue learning, they would need to find an avenue
themselves in which to do it. In the context of the actual class, motivation to continue,
and thus investment in the course, could be negatively impacted, with no future
repercussions existing if the students chose to give half-effort to the learning.
Due to this unique learning situation, results from this study are uniquely
applicable to other learning contexts in which timing of courses is truncated, such as the
traditional 90-day block schedule in which a student may take a first-year world language
course one fall semester, and not enter the second level until the fall (or spring!) of the
following year, with a large time-gap in between. Practitioners could use the results of
this study, particularly those pertaining to the investment and learning mediation skills of
the participants, as a guide to creating programming that will either spark an enduring
interest in the language or reawaken the interest that had initially brought the student to
the course, but that may have been forgotten in the intervening time.
Another difficult scheduling scenario regularly faced by practitioners is the
middle-level foreign language exploratory program. These programs, while very
effective in bringing exposure to a district’s language offerings for students, are often
isolated, with little continuity within any of the languages until a student makes a choice
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in his/her own courses. This study’s findings may be instructive as a way to foster
engagement for students in an isolated course that has possibilities of continuation, but no
obvious next step for a student beyond plunging into the next language module. In the
following section, I outline some applications to which practitioners may put the findings
of this study in their own classrooms.

Upon entering any teaching-related conference or meeting, the subject of social
media is unavoidable. Students, especially teens, are extremely connected in
metaphysical ways that technology has woven for them, and teachers understand this on
both a practical and intellectual level. World language teachers are constantly working to
develop authentic channels through which teachers may engage students in real-time
usage of the target languages via internet-based programs and portals.
The data retrieved through the study above suggests that language learners are
using social-media conventions in fields that are traditionally social-media free: to wit,
the classroom. There are hashtags applied to handwritten documents, little nuggets of
discursive identity woven into classroom texts that may have little to do with the topics at
hand, or may have everything to do with them. There are discussions of fashion,
accompanied by hashtags noting the names of fictional or popular culture figures whose
personal styles reflect what the student finds to be attractive. These discursive uses of
social media conventions are examples of students exercising power, both to be in the
classroom and to be elsewhere at the same time, which changes the nature of the setting,
but also provides some interesting possibilities for educators to expand their teaching
beyond the confines of the classroom, using social media as a Vygotskyan tool for
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learning mediation. Teachers are aware of the social-media preoccupation of their
students and in some cases, seek to engage through the use of social media based
assignments.
The data and findings from this study support that perhaps teacher involvement
with social media craft in the classroom may be a useful tool for integrating student funds
of knowledge into the classroom. Multilingual learners in particular are using social
media in English in order to link their ideas and concepts to higher discourses within
English. It would follow that introducing students to the use and craft of hashtags in the
target language would serve both pedagogical purposes and also real world applications
of the target language to a high-interest and relevant forum in their lives, perhaps also
encouraging multilinguals to use their multiple languages more freely in their media
lives.
Beyond the realm of social media, the data in this study also supports the
possibility of using naming sequences to create investment in multilingual learners.
Multilingual learners have already experienced the value of a second language in their
personal lives, whether they appreciate it, like Lucie and Karine, or not, like Philip.
Among the artifacts collected, the writing samples that showed the most creativity and
personal investment to the participants were those in which they held the power to name
and describe the characters they were discussing in whatever way they saw fit. This was
true with the discussed family picture and also with a dinner party project in which the
participants planned everything from invitees to food service. Multilingual students often
find themselves othered by names assigned to them in social groups due to ethnic traits.
Giving these students the power to name and characterize places them in a position of
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power, and allows them to enact power to use the language as the dominant group might
in the target culture. This may be entirely fabricated, but has the potential to bring a
depth of language investment that might otherwise remain latent and untapped.
The data present in this study also seem to point to a need for a comprehensive
program of discourse that is inclusive of virtual spaces, in a way that validates the media
worlds of language learners, and extends the possibility of using all of their languages,
both developed and developing, in these spaces. Since learners exist in these realms, it
seems counterproductive to leave them outside the language classroom, as they also seem
to present a ripe opportunity for interaction and practice with the target language.
A final thought, and perhaps one of the most needful in world language teaching
practice, is the development of a pedagogy that no longer others the multilingual student.
In the very rigidly scripted curriculum of the urban school at which I work, there is little
recognition that the learners in the classroom have different backgrounds and needs from
the traditionally envisioned American monolingual. As evidenced in this study, a
growing number of students have a second, third or subsequent language in their learning
toolkits. These languages should be valorized and allowed the rightful place they have
within the classroom, as markers of already-proficient learners who have a special skillset, not a skill-set that needs to be ignored, but one that can be used to expand and enrich
both the multilingual learner’s education and that of those around him/her.
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APPENDIX A
ARTIFACT SAMPLES
1. Lucie’s journal entry about food.

Home culture
references, using
terms. Note how
Lucie explains
paneer for the
reader. Awareness
of culture
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2a. Karine’s invitation to dinner party

Use of French, authentic
addressing of invitation
(zip code before city,
phone # in dual digit form)

Eiffel tower imagery (K’s
preoccupation in French
culture)
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2b. Karine’s seating chart

Doodles in
multiple colors

From top right: Karine/her boyfriend; Jared Padalecki, star of Supernatural; Dylan
O’Brien, star of Teen Wolf; Jose/ Holland, classmates – a couple – and Nash G, another
classmate; From top left: Jason/the Bae – Karine’s name for Lucie and her boyfriend;
David/Moriaity – the teacher and her husband; Jensen Ackles, another star of
Supernatural; Ms. B – a teacher Karine likes; Mr. Ed – Nickelodeon’s talking horse.
Coding : People Karine knows / People Karine watches on television (note that stars
are placed strategically among the real-life guests.)
Coupling of people in relationships
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C. Philip’s worksheet.
Hashtags of
countdowns

Hashtag for
mental state
Twitter handle
Comment on
activity
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